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Twenty-first century schools are increasingly recognizing the need to nurture 
students’ social and emotional skills (The Collaborative for Academic, Social, and 
Emotional Learning-CASEL, 2015). There is a developing base of evidence that well-
orchestrated, systematically-implemented social and emotional pedagogy can positively 
affect a wide range of social, emotional, and academic achievement levels (Bar-On, 
2006; Bridgeland, Bruce, & Hariharan, 2013; CASEL, 2012; Durlak, Weissberg, 
Dymnicki, Taylor, & Schellinger, 2011; Elias et al., 1997; Goleman, 1995; Mayer, 
Salovey, Caruso, & Sitarenious, 2001; Zins, Bloodworth, Weissberg, & Walberg, 2004). 
Empirical research studies have also shown that systematic, ongoing pedagogical 
practices to further these initiatives will enhance students’ academic achievement and 
personal success (Cohen, 1999; Durlak et al., 2011). Students transferring back into the 
system after home-based learning were particularly in need of evidence-based social and 
emotional learning techniques, both while in the home and when they are returning to 
school. The purpose of this study was to examine the pedagogical practices of teachers of 
home-based learners. The goal of this study was to share learning outcomes and develop 
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CHAPTER ONE: INTRODUCTION 
Before explicating the purpose of the study in more detail, this chapter first 
offers a foundational background on social emotional learning (SEL), overviews research 
trends regarding social emotional learning, and explores relationships between social 
emotional learning and pedagogical practices of staff. This introduction explains the 
specific purpose of the study and provides an overview of how the study unfolded from 
conceptual framework to the qualitative case study under investigation.  
 Background 
Schools play an essential role not only in student academic achievement, but also 
in preparing children to become “knowledgeable, responsible, caring adults” (Elias et al., 
1997, p. 1). There is a clear link between social emotional learning and student 
achievement (CASEL, 2015). Garner, Mahatmya, Brown, and Vesely (2014) claim that 
“the substantial evidence linking social emotional competence to learning outcomes, 
along with the noticeable increase and prevalence of children’s social emotional 
problems in the school setting, has prompted the creation of numerous social emotional 
learning (SEL) intervention programs” (p. 166). Social and emotional learning (SEL) is 
defined as the process through which children and adults acquire and effectively apply 
the knowledge, attitudes, and skills necessary to understand and manage emotions, set 
and achieve positive goals, feel and show empathy for others, and establish and maintain 
positive and healthy relationships (CASEL, 2012). Diverse student populations require 
diverse instructional methods. John Hattie’s (2013) TEDxTalk titled “Why Are So Many 
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of Our Teachers and Schools So Successful?” left little to wonder about when it came to 
positive influences on student achievement. In his talk, Hattie argues that teachers who 
work together as evaluators of their impact on student achievement can positively impact 
student achievement. Social emotional learning (SEL) theorists (Elias et al., 1997) 
surmise that a plethora of missing social and emotional variables may place youth at risk 
of school failure. On the other hand, strategic planning and partnerships may significantly 
impact the implementation of SEL strategies, thus improving student achievement 
(Bridgeland, Bruce, & Hariharan, 2013; CASEL, 2015). 
Statement of the Problem 
For the purpose of this study, the terms home-based, homebound, and alternative 
settings were used synonymously and defined as an alternative, temporary placement 
setting provided by the school district to ensure a free and appropriate education (FAPE) 
for students with Individualized Education Plans (IEPs) who were expelled or suspended 
from school for more than ten days. In some public-school districts across the nation, 
home-based and other alternative service models for instruction are at an all-time high 
(Lehr, Tan, & Ysseldyke, 2009; Leiding, 2008). Further research showed that social and 
emotional skills were an essential prerequisite to students’ academic and personal success 
(Bridgeland et al., 2013; Elias et al., 1997). Those students who received home-based 
instruction were in need of SEL in order to feel a connection to school. Additionally, 
when those students returned to school, SEL was critical in assisting their transition back 
into a traditional school day. Despite a growing need for SEL in schools, many schools 
have not incorporated SEL into their school curriculum, nor had they effectively 
implemented it into alternative school programming (Kress & Elias, 2006).  
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Having served in previous roles of classroom teacher, instructional trainer, special 
education administrator, and currently home-based instructor, the researcher held the 
belief that it was the responsibility of all educators to ensure the delivery of effective SEL 
training to all faculty, administration, and staff members. Indubitably, the researcher 
believes that SEL must be sustained and prioritized as an integral part of preservice and 
veteran professional development. As numerous studies demonstrated, a strong SEL 
focus in schools drives enhanced student personal success and academic achievement 
(Cohen, 1999; Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011).  
A lack of SEL pedagogy in classrooms impacts all students but can be especially 
important to those with disabilities. Further, many learners with disabilities are also 
economically and linguistically marginalized. Maintaining the status quo with current 
planning and instructional practices of these marginalized learners could ultimately yield 
detrimental results to student success and become quite costly over time. For home-based 
learners, this is even more acute. Problematically, the very nature of a student’s disability 
can ultimately manifest in a lack of skills necessary to develop personal relationships 
with others, make responsible decisions, and resolve personal conflicts. In order to help 
meet the pervasive and ever-increasing demands for higher accountability in education, 
social and emotional curriculum must remain a focus for students of all ages starting in 
preschool and continuing through high school.  
The specific problem stems from determining whether teachers of students 
receiving services in home-based or alternative settings consider the needs of all students 
in their care, or do teachers acquiesce to an out-of-sight; out-of-mind way of thinking? In 
other words, what happens with non-academic instructional programming such as social 
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emotional learning progress monitoring when marginalized learners are served in off-
campus settings? What skills do teachers of learners receiving instruction in home-based 
settings require to effectively address their must-have social and emotional learning 
needs? The goal of this study was to delve into this problem through an examination of 
existing social and emotional pedagogical practices for teachers of students served in 
alternative settings.  
Research Questions 
Case study is the “study of the particularity and complexity of a single case, 
coming to understand its activity within important circumstances” (Stake, 1995, p. xi). 
Qualitative inquiry such as case study design has its emphasis in interpretation, and the 
researcher’s job during data collection is “clearly to maintain vigorous interpretation” 
(Stake, 1995, p. 9). Through a process of co-generative dialogue teachers’ beliefs, values, 
and SEL pedagogical practices were examined throughout this research. 
The researcher hoped to address the following questions as a result of this study:  
Research Question 1: How do teachers providing instruction or lessons to home-
based learners ensure they deliver what students need in terms of SEL? 
Research Question 2: What conditions in the school and district need to be present 
to improve teachers’ and staff members’ ability to integrate SEL pedagogical strategies 
into instruction, particularly as those conditions impact home-based learners in their 
transition back into the school and district? 
In the case of students who receive instruction in alternative settings, it is often 
considered a last-ditch effort to reform and reintegrate them back into the mainstreamed 
setting. Unfortunately, successful reintegration is usually not the case. The purpose of 
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alternative schools varies by district and state. According to Barton (2005), as identified 
in a study conducted by the National Center for Education Statistics (NCES, 2010) in 
2007-2008, little information is available about the success or failure of alternative school 
settings. Although alternative education services are considered a part of the public 
education system, students are often separated from the mainstream population (NCES, 
2010).  
Supporting literature disclosed that students who attend alternative schools were 
often identified as being at risk for academic failure due to poor academic performance, 
low grades in school, behavioral problems, truancy, and repeated suspension (Barton, 
2005; NCES, 2010). Home-based instruction is one form of alternative schooling. Albeit, 
there is no procedural framework for successful delivery of instruction that fully meets 
the needs of off-campus learners, students receiving home-based instruction are expected 
to achieve the same academic proficiency as those students in the classroom (Georgia 
Department of Education, 2016; Georgia State Board of Education Rule 160-4-2-.31). 
The following is an excerpt that prescribes the delivery of the Hospital/Homebound 
(HHB) service model. 
HHB instruction can be offered on a one-on-one basis, or in a small group, 
at the home of the student, at the health care facility where the student is 
confined, or through online learning courses, such as the Georgia Virtual 
School or other approved online courses or other locations as identified by 
the ESP. The type of instruction offered is based on the agreement as set 
forth in the ESP which shall take into consideration the cognitive ability 
and medical condition of the student. 
HHB teachers shall provide direct delivery of the course materials 
provided by the student’s classroom teacher. The classroom teacher is 
required to provide to the HHB teacher, a course syllabus, assignments, 
and tests and any supplementary materials (i.e., study guides for 




This case study purposefully examined pedagogical practices and beliefs about 
social and emotional learning for teachers of students in alternative settings at one local 
high school in the southeastern region of the United States. It was the researcher’s hope 
that the findings of this study established a potential need for sustained professional 
development in SEL pedagogical strategies that promote student achievement.  
Nature of the Study 
Collecting Data 
This qualitative case study examined pedagogical practices of teachers and staff 
members who serve students in one local high school in this district. Through the 
instrument of a one-on-one interview, this portion of the study focused on a small 
population sampling. An ongoing research initiative for the district and school where this 
study took place is examining effective strategies for working with marginalized learners 
in ways that promote student achievement. The participants for this study were selected 
based upon the common roles that they shared in providing services or instruction for 
students who receive instruction in off-campus settings. Essentially, a distinct population 
of staff members (one teacher/case manager, one paraprofessional, one special education 
administrator, one district home-based instructor, one guidance counselor, and one home-
based supervisor) were invited to participate in a one-on-one interview session. These 
interviewees were also invited to share artifacts from reflections and impromptu meetings 
between other staff members and/or home-based instructors.  
Interviews. Interviews were used as an essential instrument during this study. 
Stake (1995) concedes that “the interview is the main road to multiple realities” (p. 64). 
The interview questions were open ended and developed to directly tie in with the 
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research questions guiding this study. Since as Stake (1995) asserts that “our first 
obligation is to understand this one case” (p. 4), a distinct population of staff members 
were invited to participate in an interview for this study. Although the on-campus 
participants commonly shared the responsibility of instructing both on-campus and off-
campus learners, they were intentionally selected based upon the unique perspectives that 
they would share. Ultimately, the lived experiences of these participants revealed 
common themes and problems throughout this study (Stake, 1995). From their personal 
perspectives, open-ended questioning enabled participants to discuss their perceptions 
and experiences in an open and candid manner. In order to allow participant flexibility, 
the interviewees were provided with options (e-mail, online, face-to-face, telephone, etc.) 
for answering interview questions through a variety of formats (Creswell, 2013). The 
researcher also took heed to Creswell’s (2012) caution to ensure that she did not project 
her own biases into the questioning procedure or the interpretation of participant 
responses. The researcher recorded and transcribed all responses. To ensure that data 
gleaned from participant interviews were as correct as possible, member checking, a way 
to validate findings and to verify interview participants’ intentions, were included 
throughout this study (Creswell, 2008; Saldaña, 2016). Consequently, each participant 
was invited to read the transcript from his/her interview and provide feedback. 
Artifacts. An appreciated attribute of case study methodology is that case study 
has the ability to “deal with a variety of evidence—documents, artifacts, interviews, and 
observations” (Yin, 2009, p.11). These data sources were carefully analyzed in a 
meaningful way through a triangulation process. According to McMillan and 
Schumacher (2010), analysis and interpretation of artifacts requires five key strategies 
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throughout a qualitative case study. These procedures included exploring artifacts, 
documenting artifacts, analyzing artifacts, critiquing artifacts, and corroborating artifact 
meanings with interviews and observational data. ATLAS.ti (Muhr, 2016), a type of 
computer assisted qualitative data analysis software (CAQDAS) was used to efficiently 
store, sort, and organize the data. These data were obtained from multiple sources and 
linked to varying codes and sub-codes. Prior to importing the data into the software, the 
researcher referred to a preliminary list of codes generated during the final stages of field 
work. Next, the researcher transcribed and coded all transcriptions, read and coded all 
lesson plans, and read and coded all journal entries received by on-campus staff 
members. The researcher then created a chart to include color-coded index cards and 
sticky-notes for documenting the primary themes that emerged from aligning sub-codes 
resulting from these data. Once the coding process was complete, all primary documents 
were imported into ATLAS.ti, for sorting, organizing, and storage (Saldaña, 2016). 
Theoretical Framework 
This case study started with a constructivist lens. Fosnot (2005) defines 
constructivism: “The result of humans setting up relationships, reflecting on their actions, 
and modeling and constructing explanations” (p. 5). Constructivist theories promote the 
belief that collaborative learning opportunities infused with robust and reflective dialogue 
help learners attend to, encode, and transfer newly learned knowledge to other areas 
(Jensen, 2005). A worthy topic that addressed the complexity of this learning process 
dealt with existing structures surrounding professional development for classroom 
teachers. Bruner (1966) proposes that a theory of instruction should address four major 
aspects: (1) predisposition towards learning, (2) the ways in which a body of knowledge 
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can be structured so that it can be most readily grasped by the learner, (3) the most 
effective sequences in which to present material, and (4) the nature and pacing of rewards 
and punishments. In essence, intentionally embedding learning activities that enable 
students to become active investigators is a key component of the learning process. There 
is a great deal to consider when planning instruction for students whose learning needs 
range beyond the scope of today’s social and cultural norms. Vygotsky (1978) suggests 
that, 
every function in the child's cultural development appears twice: first, on 
the social level, and later, on the individual level; first, between people 
(inter-psychological) and then inside the child (intra-psychological) … All 
the higher functions originate as actual relationships between individuals. 
(p. 57) 
In his zone of proximal development (ZPD) theory, Vygotsky (1962) argues that 
greater learning and mastery takes place when paired with an expert partner or with the 
teacher than when working independently. For students receiving one-to-one home-based 
instruction who are isolated from the social networks of school, attachment to the home-
based instructor may advantageously provide explicit and direct instructional strategies 
that promote self-management, social awareness, and decision-making skills (CASEL, 
2015). 
This study employed qualitative methods for a case study that examined 
pedagogical practices for teachers of students served in alternative settings. This case 
study investigated the way teachers working collaboratively co-constructed their own 
realities and worked together to increase their use of SEL for students that they share 
(Creswell, 2013). The primary research questions assessed current knowledge of SEL and 
examined whether and how local school and home-based instructors integrate SEL 
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pedagogy into instructional practices. Consequently, the goal of this study was to develop 
a professional development plan based upon the findings of this study.  
With varying reforms and initiatives on the horizon, teachers of diverse learners 
have much to consider when thinking about pedagogical components necessary for 
promoting student achievement. “Ultimately, subject matter knowledge, pedagogical 
skills, and an inspiration for instructional innovation and development can liberate 
individual teachers to explore the diversification and richness of daily practice” 
(GADOE, 2014, p. 23). Building upon existing frameworks of adult learning and critical 
theories, this study provided a structure for teachers to have self-reflections or cognitive 
conversations that led to more rationalized practices for planning and delivery of 
instruction. Specifically, this study’s questions attempted to answer a question first posed 
by Pokewitz and Fendler (1999), which is, “What are the conditions that give rise to 
critical thinking, that promote a sharp reflection on one’s own presuppositions that allow 
for a fresh rethinking of the conventional, that foster thinking in new ways?” (p. 59). This 
study adds a new way of thinking about SEL as it related to effective pedagogy for home-
bound students. 
A broad range of research found building teacher-leadership capacity within 
schools as a critical factor in school improvement and for promoting student achievement 
(Fullan, 2005; Heck & Hallinger, 2010; Henning, 2006; Katzenmeyer & Moller, 2009; 
Leithwood, Day, Sammons, Harris, & Hopkins, 2006; Mombourquette & Bedard, 2014; 
Reeves, 2002; Rude & Banerjee, 2013; Rychly & Graves, 2012; Spillane, 2006; Vernon-
Dotson & Floyd, 2012). These findings were clustered around foundational practices 
strongly endorsed in educational arenas throughout the past decade: creating reflective 
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leadership models; frameworks that support diverse learners; and effective strategies for 
leveraging leadership capacity. An ongoing investigation of teacher beliefs and values 
were also relevant to this case study. Easton (2011) contends that “paired, purposes and 
beliefs are powerful. Together, they directly answer the question, ‘Why are we doing 
this?’” (p. 57). Katzenmeyer and Moller (2009) argue that “teachers can be even stronger 
leaders if they are clear about their values and beliefs and strive to act in congruence with 
those values and beliefs” (p. 171). It is the researcher’s belief that educators should 
collaboratively explore practices that yield an understanding of the principles of SEL in 
ways that lead to successful learning of all students.  
Recognizing the sacredness of teacher autonomy is important, but 
somehow leaders must build a school culture in which teacher 
individualism is honored while insisting on a unified approach to student 
learning and quality professional learning for all teachers. (Katzenmeyer 
& Moller, 2009, p. 26)  
In an effort to add to existing literature in this area, this study documented 
transformations that manifested as a result of SEL pedagogical practices. Pedagogical 
practices were often informed by collaborative partnerships between alternative school 
educators and on-campus educators. Understandings of these perceptions and 
instructional practices were gleaned from field notes, artifacts (journals, lesson plan 
analysis, photographs, etc.), and reflective interview protocols.  
Assumptions 
To proceed with the study, the researcher made the following assumptions: 
1. Study participants will submit information (artifacts such as journal entries, 
lesson plans, progress from professional learning goals/objectives) as 
requested by the researcher. 
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2. Participants will accurately and honestly share their opinions during 
interviews and on all documents submitted. 
3. The researcher is interested in meanings resulting from this research study. 
4. The researcher will make inferences and interpretations from the data 
(Creswell, 2008). 
Definition of Terms 
Title Searches, Articles, Research Documents, and Journals 
The search for information for the literature review included many sources 
including published books, peer-reviewed journals, and published dissertations from 
EBSCOhost database, ProQuest database, ERIC database, ProQuest Digital, Web of 
Science database, and Dissertations database. Various online searches were conducted 
using keywords (see Table 1). When making independent inquiries, literature searches on 
the topics of SEL, social & emotional learning, alternative education, and homebound 
instruction yielded a sparse collection of studies (Table 1). Regrettably, Rusalem’s (1961) 
study on the attitudes of homebound students returning to their schools did not align very 
well with this topic. More sparingly results consisted of advanced searches for literature 
that combined the topics of SEL pedagogy with teaching practices for students receiving 
instruction in alternative or home-bound settings. Many of the terms gleaned through 
topics searched are used concurrently throughout the review of literature in Chapter Two. 
After obtaining a narrowed focus of the research topic and research questions, the 







Search Terms for Literature Review 
Search Items Scholarly Journals Dissertations 
Trade Publications, 
Newspapers, Magazines 
Alternative Education Setting 24 11 2 
Alternative Interventions 139 24 6 
CASEL 2 0 4 
CAST 0 45 0 
Co-generative Dialogue 24 5 1 
Cognitive Coaching 30 15 6 
Computer-Based Learning 283 41 11 
Diverse Abilities 222 20 15 
Emotional Intelligence 746 150 55 
Emotional Quotient 35 17 0 
Empathy 1,920 178 108 
Four-branch Model 0 1 1 
Homebound Education 2 1 1 
Homebound Instruction 8 2 3 
Homebound-to-School Transition 10 1 3 
Marginalized Learners 1 7 2 
Pedagogical Agent 62 6 1 
Pedagogical Practices 1,168 199 19 
SEL 89 11 7 
Social Emotional Learning 284 46 33 
Teacher Efficacy 1,007 512 28 
Self-Awareness 812 184 58 
Self-Efficacy 5,681 1,375 79 
Self-Management 1,576 178 61 
Social Awareness 377 120 25 
Student-Teacher Relationships 939 1,222 253 
Student Responsibility 1,226 322 237 
Universal Design 262 47 16 





• Co-generative dialogue: A form of structured discourse in which teachers and 
students engage in a collaborative effort to help identify and implement positive 
changes in a classroom’s teaching and learning practices (Martin, 2006, p. 694). 
• Emotional intelligence: The capacity to reason about emotions, and of emotions, 
to enhance thinking. It includes the abilities to accurately perceive emotions, to 
access and generate emotions so as to assist thought, to understand emotions and 
emotional knowledge, and to reflectively regulate emotions so as to promote 
emotional and intellectual growth (e.g., Mayer & Salovey, 1997). 
• Empathy: Examining the thoughts and feelings of others from their own 
perspective (Barton & Levstik, 2004, p. 206).  
• Home-based instruction: An alternative; temporary placement setting provided by 
the school district to ensure a free and appropriate education (FAPE) for students 
with IEPs who are expelled or suspended from school for more than 10 days.  
• Marginalization: Refers to the outer edge of a group and leads to the exclusion of 
individuals with limitations from linguistically and diverse backgrounds (Encarta, 
2001). 
• Self-Regulation: “Usually includes four domains: self-instruction, goal setting, 
self-monitoring, and self-reinforcement” (Mason, 2004, p. 284). 
• Social emotional learning: “…the process through which children and adults 
develop the skills, attitudes, and values necessary to acquire social and emotional 
competence” (Elias et al., 1997, p. 2). 
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• Teacher-efficacy. An educator’s confidence in their ability to effectively deliver 
pedagogical strategies and methods that consistently meet the academic and non-
academic needs of all students. 
• Universal Design for Learning: “UDL is a framework that guides the shift from 
designing learning environments and lessons with potential barriers to designing 
barrier-free, instructionally rich learning environments and lessons” (Nelson, 
2014, p. 2). 
Organization of the Study 
The report of this research consists of five chapters. Chapter One provides a 
background of the problem along with its conceptual framework. Chapter Two provides a 
review of the literature related to social emotional learning. This includes various models 
and influences on pedagogical practices. Chapter Two begins with an explanation of the 
theories behind SEL and continues with a discussion regarding the needs of marginalized 
learners, the social emotional learning framework, and the current movement to 
incorporate discussions surrounding alternative pedagogical practices and non-academic 
interventions. Chapter Three provides details about the study’s methodology. This 
includes discussions surrounding the context of the study’s data sources, data collection 
methods, data analysis procedures, and research trustworthiness. Chapter Four shares the 
findings of the study through an analysis of the data and discussion of over-arching 
themes generated from the data. Chapter Five facilitates a discussion of the study leading 








CHAPTER TWO: LITERATURE REVIEW 
Introduction 
 This review of literature is divided into four distinct sections. Section One 
introduces concepts for studies relating to teachers’ understanding about the needs of 
marginalized learners. Although Soukhanov (2001) suggests that the term 
marginalization suggests hindering access for individuals whom society has deemed less 
privileged, increasing diversity requires all people to move away from stereotyping and 
really understand differences in personality and ways of thinking and learning (Maccoby, 
2004). For many students, the kinds of behaviors required in school (e.g., sitting in one’s 
seat and only speaking when called on) and types of discourse (e.g., “Class, what is the 
title of this book?”) are in direct contrast with cultural and linguistic practices at home. 
As a result, cultural norms that may be totally acceptable at home may be deemed by 
teachers as inappropriate at school. Thus, today’s classrooms require teachers to educate 
groups of students who vary in culture, language, abilities, and many other characteristics 
(Gollnick & Chinn, 2002). To increase student success, it is imperative that teachers help 
students bridge this discontinuity between home and school (Allen & Boykin, 1992). 
Teacher self-reflection is an important part of this affective dimension. In essence, a 
culturally responsive instructional environment minimizes the students’ alienation as they 
attempt to adjust to the different world of school (Heath, 1983; Ladson-Billings, 1994).  
 Section Two of this review of literature undergirds the necessity for a conceptual 
understanding of the social and emotional needs of marginalized learners. Understanding 
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concepts linking social emotional learning to student achievement is worth prioritizing in 
this review because questions remain about how to support teachers and schools who 
need more intensive supports to yield positive outcomes for students with social and 
emotional learning deficits (CASEL, 2015). The social and academic needs of 
marginalized learners are different from their non-marginalized counterparts, and 
teachers should consider these specific needs when planning and teaching (Senn, 2012). 
Congruent with these beliefs, Fredricks, Blumenfeld, and Paris (2004) propose that 
learning engagement is a multidimensional attribute including behavioral engagement 
(actively performing academic learning tasks), cognitive engagement (using high-level 
strategies to foster deep learning), and emotional engagement (enjoying academic tasks 
and expressing enthusiasm about learning). As outlined within the Universal Design for 
Learning (UDL) framework, this strategy involves a variety of deliberate and well-
designed pedagogical techniques (Rose & Meyer, 2002). The ability to transfer one’s 
knowledge and skill effectively involves the capacity to take what is known and 
independently use it creatively, flexibly and fluently in generalized settings, or situations 
(Wiggins & McTighe, 2005).  
 Section Three of this literature review discusses best practices, interventions, and 
impactful needs of marginalized learners. It is important to uphold literature that 
spotlights how teachers intervene and model support for students who are instructed in 
off-campus settings. Moreover, by honestly examining their attitudes and beliefs about 
themselves and others, teachers begin to discover why they are who they are and can 
confront biases that have influenced their value systems and pedagogical practices 
(Villegas & Lucas, 2002). 
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Section Four of this review discusses literature surrounding collaborative teaching 
models and changes in pedagogy based upon teacher collaboration. A gleaning from 
literature in this area revealed that historically, cognitive and affective learning theorists 
have embraced the importance of teachers working together to help students take control 
of their own learning, monitor their understanding, and assess learning strategies that 
work best for them (Darling-Hammond, 2013; Fisher & Frey, 2014; Marzano 2010). 
These scholars also articulate that the process of collaboration and self-reflection on 
instructional practices is paramount to understanding what deliberate instructional 
practices students require to reach their peak performance (Darling-Hammond, 2013; 
Fisher & Frey, 2014; Marzano 2010). It is, therefore, important to synthesize what 
current literature reveals about these practices and how they may influence reform and 
future practice. 
Marginalized Learners 
Needs of Marginalized Learners 
 Today’s classrooms require teachers to educate groups of students who vary in 
culture, language, abilities, and many other characteristics (Gollnick & Chinn, 2002). 
When considering the needs of marginalized learners, teachers must conclude that 
intelligence quotient (IQ), education, and knowledge alone do not determine success; 
achievement is highly correlated with emotional intelligence (Bradberry & Greaves, 
2009; Darling-Hammond, 2013). In his pioneering book Emotional Intelligence: Why It 
Can Matter More Than IQ, Daniel Goleman (1995) explains that one’s emotional 
intelligence (EQ) is a better indicator of overall success throughout one’s lifespan than 
the customarily measured IQ. Goleman (1995) further suggests that one’s mental abilities 
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are aligned and in direct correlation within one’s emotional state which affects one’s 
ability to plan, to pursue long-term goals, and to solve problems. To enhance student 
achievement, pedagogical practices must actively infuse training for a variety of social-
emotional aptitudes into the curriculum. In essence, without a solid grasp on emotional 
management, people with high intelligent quotients can be completely controlled by their 
passions and impulses and are not good managers of themselves (Goleman, 1995). 
Moreover, skills such as self-awareness, social awareness, relationship skills, and 
responsible decision-making skills need to be taught beginning in preschool and 
continuing through to high school graduation.  
Beginning teachers are often ill-prepared to instructionally deliver what today’s 
learners require within diverse classroom settings (Boykin & Noguera 2011; Nappi, 
2014). Within their study, Seonjin, Brownell, Bishop, and Dingle (2008) systematically 
discuss engagement practices for beginning special education reading teachers. In the 
cases of teachers who struggled in this area, classroom management issues interfered 
with their ability to consistently deliver high-quality instruction. Throughout this study, 
the researchers discovered that teachers relied heavily on curriculum plans and had 
difficulty adjusting when students with specific learning challenges needed additional 
support beyond the prescribed lesson. Rarely were they able to integrate pedagogical 
practices or resources to address their students’ non-academic learning needs.  
Cultural Relevance 
When developing a culturally responsive curriculum, teachers of a wide range of 
learners must be able to evaluate their instructional practices with an end goal of meeting 
the needs of all learners (Boykin & Noguera 2011; Nappi, 2014; Rose & Myer, 202). 
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Marzano (2010) asserts that in this instance, considerations for a multi-method pedagogy 
are embedded proactively and monitored consistently when grouping, assessing, and 
gradually releasing the responsibility of learning targets to students. In other words, 
“where a comprehensive knowledge of pedagogy is important to developing expertise, 
deliberate practice is the vehicle that transforms knowledge into behavior” (p. 232). 
 Modern research practices about the effects of specific practices leading to 
alternative interventions is framed by views that support diversity and methods for 
culturally responsive teaching. Rychly and Graves (2012) argue that “because people and 
cultures are dynamic, becoming knowledgeable about differences between them is an 
endless endeavor that lends itself to continuous learning” (p. 49). Findings from Rychly 
and Graves’ (2012) studies propose four practices that are essential to culturally 
responsive pedagogy: “(1) Teachers are empathetic and caring, (2) They are reflective 
about their beliefs about people from other cultures, (3) They are reflective about their 
own cultural frames of reference, and (4) They are knowledgeable about other cultures” 
(p. 45). Katzenmeyer and Moller (2009) suggest that “thoughtful conversations need to 
take place to clarify the roles of teacher leaders in a given school and how the concept fits 
into the existing culture” (p. 92). 
The researcher also believes that the role of values must occupy a place within 
social science and educational research. Successful interventions for students in 
alternative settings should conceptualize how reflective thinking impacts other teachers 
and students alike. Rychly and Graves (2012) manifest beliefs that “teachers should 
develop a trained ear for hearing their own thinking about their students’ cultural 
characteristics and self-checks that they are not allowing unsubstantiated stereotypes to 
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guide their thinking” (p. 48). However, pedagogical strategies leading to concrete 
methods for tuning in to today’s demographically diverse population of students remains 
unclear (Ladson-Billings, 1994). When it comes to ensuring pedagogy that is equitably 
responsive, Ladson-Billings (1994) contend that when considering the needs of culturally 
diverse learners, instructional approaches indeed matter. Ladson-Billings (1994) states 
that ensuring opportunities for success include using a variety of cooperative learning 
strategies in class, bridging the gap between what students know and what they need to 
learn, spending time in students’ homes and communities, and making their classrooms 
feel welcoming and safe. 
Katzenmeyer and Moller (2009) propose that the likelihood of teachers becoming 
better leaders in their schools and districts increase exponentially with an integrated 
understanding of education and philosophy. In essence, “becoming aware of 
discrepancies between what we say we believe and what we actually do as teachers could 
offer some valuable insights” (p. 170). Katzenmeyer and Moller (2009) also insist that a 
“primary focus …on exploring one’s beliefs and values in the context of daily decisions 
and choices…” (p. 163), could yield great benefits. Instructors who are having an impact 
due to their use of culturally relevant, social emotional learning strategies may be able to 
lead professional development for others. It is therefore crucial that district and schools 
use a variety of means to communicate their philosophies, values, and beliefs leading to 
both vision and mission with all community stakeholders. The goal would be to reach all 





Social Emotional Learning (SEL) 
 Effective teachers instinctively understand that learning is enriched or repelled by 
a complex chemistry between cognitive and emotional factors. Zins, Weissberg, Wang, 
and Walberg (2004) suggest that when a child who is trying to learn is exhibiting 
distressing emotions, the centers for academic learning are temporarily impaired. To 
counter these negative emotions and the damage they cause to the learning process, 
pedagogical practices need to reflect caring and respect for students (Pasi, 2001; Senge, 
Cambron-McCabe, Lucas, Smith, & Dutton, 2012). It is, therefore, much more 
productive to teach social and emotional skills than to discipline students for 
inappropriate social behavior (Begun, 1996; Devine & Cohen, 2007).  
During the earliest years of discussions surrounding SEL, Thorndike presents 
social intelligence as the ability to understand and manage others (Thorndike & Stein, 
1937). He believed that social intelligence was a key component of one’s general 
intelligence, describing it as the ability to “perceive one’s own and others’ internal states, 
motives, and behaviors, and to act toward them optimally on the basis of that 
information” (p. 275). The Collaborative for Academic, Social, and Emotional Learning 
(CASEL, n.d.), a widely known and respected national research and advisory group, 
explains that SEL is the process through which children and adults develop and 
successfully apply the information, attitudes, and skills necessary to understand and 
manage emotions, set and attain constructive goals, sense and demonstrate empathy for 
others, form and sustain constructive relationships, and make responsible choices. In its 
groundbreaking report The Missing Piece, CASEL (2013) advocates for whole-school 
climate improvement programs as a proven approach to enhancing SEL in schools.  
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Social emotional learning (SEL): District implementation.   The literature is 
filled with a plethora of methods for supporting the SEL needs of marginalized learners. 
One such model adopted by many school districts is the Positive Behavioral Intervention 
& Supports (PBIS) framework (OSEP Technical Assistance Center on Positive 
Behavioral Interventions & Supports, 2017; Simonsen & Sugai, 2013). The PBIS 
framework is widely recognized as an evidence-based, data-driven model designed to 
create positive learning environments that support improved academic, behavioral, and 
social outcomes for all students (Simonsen & Sugai, 2013). Many schools within the 
district of this study adopted PBIS as an integrated, preventative, and proactive 
framework. Several schools within this study’s district also support claims for this 
model’s effectiveness to improve school climate. This is accomplished by promoting 
positive relationships between school personnel, students, families, and other 
stakeholders. The premise of the Positive Behavioral Intervention and Supports (PBIS) 
framework is that continual teaching, combined with acknowledgment or feedback for 
appropriate student behavior, will increase appropriate behavior and promote a climate of 
greater productivity, and learning. The PBIS website which provides technical assistance 
for schools and districts using this model is described as follows: 
The Technical Assistance Center on Positive Behavioral Interventions and 
Supports is established by the U.S. Department of Education's Office of 
Special Education Programs (OSEP) to define, develop, implement, and 
evaluate a multi-tiered approach to Technical Assistance that improves the 
capacity of states, districts and schools to establish, scale-up and sustain 
the PBIS framework. Emphasis is given to the impact of implementing 
PBIS on the social, emotional and academic outcomes for students with 
disabilities. (OSEP Technical Assistance Center on Positive Behavioral 
Interventions and Supports, 2017) 
 Currently referred to as the CASEL Resource Center, CASEL (2017) now shares 
over 500 SEL tools and resources to support collaborating efforts of districts with 
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supports for monitoring progress before, during, and post-implementation. 
Correspondingly, CASEL has led the way for many educators who have placed SEL at 
the top of their list of priorities. CASEL presents its model on the foundational structure 
that students require specific competencies that will help to overcome social and 
emotional challenges presented throughout life; in everyday scenarios that should 
ultimately be practiced toward meeting mastery competency. These competency skills 
infuse key elements presented in previous models (Bar-On, 2006; Goleman, 2005; 
Salovey, Mayer, & Caruso, 2002; Zins et al., 2004).  
The work of CASEL (2015-2017) researchers paved the way for other districts 
into the effective implementation of SEL.  The core districts’ research committees 
(Anchorage, Austin, Chicago, Cleveland, Nashville, Oakland, Washoe County, and 
Nevada) participated between the years of 2011 and 2015 and later became known as the 
Collaborating Districts Initiative (CDI). CASEL (2015-2017) asserts that strategic plans 
that include SEL initiatives and frameworks address issues related to student 
achievement. Furthermore, contributions documented by the collaborators of these 
studies (2015-2017) contributed to the growing body of knowledge related to the value of 
SEL pedagogy for the benefit of all students, educators, and communities. Included in 
this review are reflective experiences from the Anchorage School District (ASD), the 
Austin Independent School District (AISD), and the Oakland Unified School District 
(OUSD) which will add to the growing body of literature for future studies.  
The ASD has adopted K-12 SEL standards district-wide. These standards infuse 
four SEL core competencies: self-awareness, self-management, social awareness, and 
social management. Amongst staff and students, a common language is used to discuss 
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and refer to these standards in the same manner as discussions about Math or Science 
content. The AISD has developed cross-curricular lesson plans across all academic 
content areas. To ensure that SEL pedagogical practices are evidence-based, SEL 
standards and pedagogy are assessed through results from student and staff 
questionnaires. SEL standards and teaching practices monitors conditions for learning in 
the areas of challenge, safety, social and emotional learning, and support. The Oakland 
Unified School District (OUSD) shared a collaborative model for clearly communicating 
the vision for SEL and its usefulness for educators and students. This model extends 
beyond the walls of individual school buildings. It engages central office staff to support 
ongoing SEL implementation initiatives that are in place at local schools. Total district 
involvement and student achievement for all students are at the core of this district’s SEL 
initiatives. 
On a national level, another forerunner with strong initiatives that links SEL to 
academic achievement is the National Commission on Social, Emotional, and Academic 
Development (Aspen Institute, 2017). Launched in 2016, SEAD emphasized the need for 
SEL pedagogy to be taught in K-12 education and was instrumental in uniting individuals 
from across multiple spectrums including education, research, business, health, and 
military sectors. At the heart of SEAD’s organization is the core belief that there is a 
direct correlation between integrating social and emotional learning content and student 
achievement.  Furthermore, SEAD’s organizers contend that students who experience 
social and emotional learning programs in their schools are more likely to experience 
overall success. Since it is SEAD’s core belief that academic and SEL skills are 
complimentary and not separate, sharing valuable resources that prepare students to 
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develop and master critical skills such as working well with others, perseverance, 
responsible decision-making, and problem-solving is the ultimate charge of this institute 
(Aspen Institute, 2017).   
CASEL (2017), a leading researcher on SEL promotes the importance of 
integrating SEL across all educations and that creating environments that are supportive 
and safe lead to student learning. With indisputable testimony and results, CASEL 
contends that student achievement increases for schools and districts that infuse SEL into 
their pedagogical frameworks. Additional insights formulated by the Collaborative 
District Initiative (CDI) between the years of 2011-2017 include the following 
reflections: It is quite possible to implement SEL effectively throughout an entire school 
as well as an entire district. A key consideration when contemplating SEL 
implementation includes incorporating the SEL needs of staff members during the pre-
planning phase. Conclusively, adults with a strong foundation in SEL set the tone for 
team collaboration, student achievement and continuous improvement.  
SEL and teacher-efficacy. Disciplinary matters resulting in school suspensions 
and expulsions across the country are at an all-time high; yet most teachers continue to 
heavily weigh their lesson planning and teaching practices with a focus on academic 
content alone (Skiba et al., 2014). However, how are students able to successfully return 
to their on-campus settings without a prescribed pedagogy and a well-thought-out plan? 
This plan must be intentional, systematic, and transformative (Adams, 2012; Kress & 
Elias, 2006; Ladson-Billings, 1994). As explained by Adams (2012), teachers must first 
delve into areas that are within their realm of control. Adams also acknowledges that 
“…as teachers, we can control our own issues with students by going back to the basics 
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and creating safe spaces where students feel respected, in control, and part of the 
educational process as a valued member of a school community” (p. 15). This revelation 
may very well set the foundation for developing reintegration plans with hopes of 
successfully returning students to on-campus settings.  Accordingly, a successful 
reintegration plan should be embedded within the disciplinary constructs of local school 
policy. The ultimate goal is to break the cycle of prescribing anti-reformative 
consequences embedded within disciplinary actions that leave students feeling even more 
isolated. Rather, a pro-active and well-developed plan should afford students an 
opportunity to practice and make progress toward social and emotional learning 
objectives. According to Nieheus and Adelson (2014), “…students should be ...equipped 
with resources and strategies that promote social emotional well-being” (p. 840). The 
social and emotional experiences that students face today are real, and teachers must 
understand these fundamentals in order to meet the SEL learning needs of their students 
(Dutro & Bien, 2014). Marginalized learners who struggle with past or existing trauma 
have wounds that speak more loudly than any desire to learn academic content. Effective 
teachers understand the importance of not only being knowledgeable of the academic 
needs of their students, but of their non-academic needs as well (Dutro & Bien, 2014). 
Throughout their qualitative study Dutro and Bien (2014) describe the skillful art 
of balancing academic and non-academic content and how it provided learners with a 
surety of engagement and comprehensive support for the total child. Equipped with fresh 
insight stemming from the non-visible wounds of their students, considerations for more 
reflective and intentional pedagogy for meeting the complex learning needs of their 
students were on the horizon. Dutro and Bien (2014) contend that teachers who 
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recognized the importance of interconnectedness better discerned both when and how to 
“…provide the emotional-relational-academic support students need to engage 
successfully in school” (p. 9). This model became most authentic when one teacher 
suddenly became knowledgeable of her student’s diagnosis of cancer. Through “a 
…literacy pedagogy of reciprocal testimony and witness” (Dutro & Bien, 2014, p. 15), 
this teacher used a picture and decided to plan an entire literary unit around a themed life-
lesson about turning lemons into lemonade for her second-grade class. Accordingly, “the 
hard stories can quickly position children as challenges, rather than as having faced 
challenges, or frame children as problems, rather than as remarkable human being who 
have faced catastrophe and survived” (Dutro & Bien, 2014, p. 16).  
Teachers must also position themselves as listeners as there is much to hear in the 
silence of speaking wounds (Dutro & Bien, 2014). Students entering classrooms with 
silent weights from challenging experiences and struggles in their home lives should be 
met with teacher responses of empathy, support, and a carefully considered SEL 
pedagogy. Arguably, students who are deeply wounded from outside factors may feel a 
sense of responsibility to hide their struggles and keep them secret. These students are 
seemingly less willing to make connections or engage in learning activities upon entering 
a classroom. Students with social and emotional learning needs should feel secure in their 
belief that their non-academic learning needs will be meet at school without judgement. 
Practitioners who use this model embrace opportunities to build healthy relationships that 
will lead to meaningful achievement for their students. Dutro and Bien (2014) also 
promote that “…the personal and the pedagogical are inextricably linked…” (p. 20). 
Students should feel confident that all wounds are welcome and will be embraced at their 
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school. Further, “if wounds are not welcome, children correctly sense that what school 
wishes to hear is the banal, the safe, the bland, and they will leave what matters most 
muted beneath a sterile, clean bandage” (p. 18). As a result, separate-but-not-served 
practices may continue to run rampant throughout schools, leaving students feeling 
wounded, helpless, and afraid. 
In some instances, teachers are not as confident in their ability to deliver a total 
instructional package that will promote success for all students (Ladd et al., 2014). This 
could be due to misaligned presumptions “...that children already possess the social skills 
needed to collaborate productively with peers” (Ladd et al., 2014, p. 154). To combat 
these missteps, some teachers may desire to build up their schematic toolboxes through 
more independent or virtual learning opportunities. One such model includes resources 
from the Virtual Lab School (n.d.) of Ohio University. 
Created by experts at The Ohio State University, the Virtual Lab School 
(VLS) addresses a critical need for an easy to navigate online professional 
development …. Supported by an extensive repository of professional 
development videos, research-based content, and relevant, interactive 
learning materials, the VLS simulates the enriching learning experiences 
found in university-lab school settings. 
Researchers agree that social and emotional competence is indispensable in the 
successful development of effective cognitive thinking and learning skills and several 
studies have paved the way, thus leading to solid blueprints for others to follow (Bar-On, 
2006; Goleman, 2005; Salovey et al., 2002; Zins et al., 2004). CASEL (2015) embraces 
the notion that successful teaching models promote academic achievement through 
effective pedagogical strategies infused with SEL. Throughout their research, emotional 
intelligence theory was integrated into instruction through peer interactions, daily school 
activities, teacher-student relationships, meetings with parents, and effective management 
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of student behaviors. For the purpose of this study, the researcher referred to experts on 
emotional intelligence as a key contributor of SEL literature and pedagogy currently 
practiced in K-12 school settings (Bar-On, 2006; CASEL, 2015; Goleman, 2005; Salovey 
et al., 2002; Zins et al., 2004). 
Alternative Pedagogy for Home-Based Interventions 
Best Practices 
 It is important to uphold literature that spotlights how teachers intervene and 
model support for students who are instructed in off-campus settings. Fredricks et al. 
(2004) propose that engagement is not only necessary, but multidimensional. This 
includes attributes such as behavioral engagement (actively performing academic 
learning tasks), cognitive engagement (using high-level strategies to foster deep 
learning), and emotional engagement (enjoying academic tasks and expressing 
enthusiasm about learning). It is to be further noted that students’ engagement increases 
when they can set their own goals and share their learning progress with others (Jensen, 
2005). Arguably, “efforts to design instruction that include supports and multiple means 
of representation, expression and …[engagement], for a range of students will create 
greater access for students and result in greater student outcomes” (Jackson & Harper, 
2001, p. 18). If learners are unable to “identify or predict the relevant associations among 
variables in the learning situation, predict and express accurately the appropriate concepts 
or actions, and store, retrieve, and apply predictions in context, material has either been 
learned partially or not at all” (Jensen, 2005, p. 34). The teaching of metacognitive skills 
for marginalized learners should, therefore, be integrated into the curriculum across 
multiple content areas. 
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 Although there may not be any one perfect method for conducting educational 
research, the researcher believes that researchers may be limiting themselves as in their 
ability to deeply inquire when only considering scientific methods to objectively evaluate 
anticipated outcomes. Greenberg et al. (2003) suggest that strengthening teacher social-
emotional skills and pedagogical practices may be accomplished more intentionally 
through the establishment of professional learning communities (PLCs). Once integrated 
into standard classroom practices, these collaborative sessions can work toward the 
common good and build trust among students, teachers, families, community 
organizations, and other school stakeholders.  
Through a qualitative research study, McConnell, Parker, Eberhardt, Koehler, and 
Lundeberg (2013) conducted interviews of K-12 teachers across central Michigan who 
desired to improve their science teaching practice. Participants attended a 7-day 
Professional Working Conference (PWC) and an additional 3-day Focus on Practice 
(FOP). Two key assertions resulted from this study are: 
Assertion #1: Teachers in virtual PLCs using videoconferencing software 
experience the same benefits as members of face-to-face PLCs (McConnell, Parker, 
Eberhardt, Koehler, & Lundeberg, 2013, p. 6). It is also the researcher’s practice and 
belief that co-generative dialogue can be just as productive and robust using a 
videoconferencing model as when meeting face-to-face. Professional Learning 
Communities (PLCs) holds tremendous value in the field of K-12 education and time and 
expenses saved from having to hire substitute teachers and commuting to other locations 
are no longer factors, it allows additional time for zeroing in on key initiatives such as 
SEL that promote student achievement.   
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Assertion #2: Virtual PLCs are an effective alternative when face-to-face 
meetings are not practical (McConnell et al., 2013, p. 7). The researcher believes that 
finding more efficient ways to meet professional learning objectives while increasing 
productivity remains a top priority. With so many alternatives, face-to-face meetings are 
no longer seen as practical, but are often viewed as taboo. Virtual PLCs and virtual 
classrooms can also promote a culture of inclusiveness for off-campus learners and links 
to exemplary models used throughout current literature (Aspen Institute, 2017; 
Katsiyannis & Herbst, 2003; Leiding, 2008; National Center for Education Statistics 
2010). 
Qualitative research investigated by Freeman, Wertheim, and Trinder (2014) 
afforded teachers an opportunity to reflect upon what they deemed as most helpful 
throughout the process of implementing professional development programs for social 
emotional learning (SEL). Accordingly, administrators and teachers must consider and 
ensure that SEL is intentionally integrated with hopes for sustained pedagogical practice 
(Durlak et al., 2011; Elias et al., 1997; Zins et al., 2004). 
Impactful Models for Teachers of Home-Based Students 
Determining the most applicable instructional model for students served in home-
based or other alternative education settings continues to remain an issue (Gulotta, 2010). 
Alternatives to campus-based instruction are typically designed to provide a continuation 
of educational services during the time the student is unable to attend the traditional 
school setting (Carver, Lewis, & Tice, 2010). In the United States, students may qualify 
for homebound services under the Individuals with Disabilities Education Improvement 
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Act (IDEA) of 2004 or academic accommodations under Section 504 of the 
Rehabilitation Act of 1973 (Lotrecchiano, Roizen, & Batshaw, 2013).  
According to White, Lare, Mueller, Smeaton, and Waters (2007), marginalized 
learner populations pose even greater challenges to school districts. Nonetheless, 
according to the Individual with Educational Disabilities Act (IDEA), districts are 
required to educate all students within their care. This includes students who may require 
instructional programming outside of the typical school setting. Understandably, 
homebound instruction may impede progress to instructional and behavioral goals, 
especially for those students with emotional and behavioral disorders who have 
programmatic needs for appropriate social development (Katsiyannis & Herbst, 2003). 
Consequently, instructional attempts have seldom resulted in a successful reintegration to 
mainstreamed settings (White et al., 2007). For these reasons, teachers must individualize 
assignments to meet the unique needs of their students (Gagné, 1987). Unquestionably, 
shifting priorities repeatedly unveil a limited to zero focus on this area in teacher pre-
service programs. As a result, exemplary pedagogical models leading to effective SEL 
teaching practices for learners in alternative settings are few or are completely non-
existent (Patterson & Tullis, 2007).  
Collaborative Teaching 
Best Practices 
 Historically, cognitive and affective learning theorists have embraced the 
importance of teachers working together to help students take control of their own 
learning, monitor their understanding, and assess learning strategies that work best for 
them (Darling-Hammond, 2013; Fisher & Frey, 2014; Marzano 2010). These scholars 
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also articulate that the process of collaboration and self-reflection on instructional 
practices is paramount to understanding what deliberate instructional practices students 
require to reach their peak performance (Darling-Hammond, 2013; Fisher & Frey, 2014; 
Marzano, 2010). The work of Darling-Hammond (2013) suggests that the most effective 
pedagogical evaluation systems take into consideration collaborative efforts between 
teachers and colleagues. “Teacher contributions to the work of the school as a whole can 
include specific kinds of knowledge and skills, engagement in shared instructional 
practices, or specific student supports, and support for collegial learning in school 
improvement” (p. 61). The importance of being culturally responsive to developing 
leadership practices have also been stressed by district leaders. In reports from the 
Georgia Department of Education (2013), the state superintendent suggests potential uses 
of data gleaned from teacher self-reflection tools in that “aggregated data from a group of 
teachers, or from the full faculty, could show a more widespread professional learning 
need within a school, team, or department. These data can be used to provide targeted 
professional learning activities as appropriate” (p. 35). 
 Although teachers possess a diverse range of attributes, schematic abilities, and 
pedagogical models (Nappi, 2014), collaborative teams still contend with several 
challenges in attempts to meet the learning needs of diverse leaders and learners. Boykin 
and Noguera (2011) questioned, “How do we encourage teaching that creates stimulating 
and inspiring classrooms, where students engage in problem solving and use their 
creativity and imagination to address interesting and important subjects, and…push 
students to continue learning?” (p. 175). As a part of her quest to consider imminent 
cultural diversity aspects presented within school settings, Nappi (2014) held steady in 
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her dedication to meeting the needs of marginalized learners. Her commitment was to 
first have a clear understanding of the needs of each student, the school, and the school’s 
global community. “Having an understanding of the needs of the school and school 
community allows the teacher(s) to implement practices that target the specific needs of 
the students and the school” (Nappi, 2014, p. 31).  
Professional Development on Collaboration 
Constructivist theories promote the belief that professional learning (PL) 
opportunities are presented strategically to help learners attend to, encode, and transfer 
newly learned knowledge to other areas (Knight, 2009). Platforms for successful PL 
opportunities are authentic in that they embed opportunities for collaboration and 
reflection and occur as the learning is taking place. A synonymous topic that addresses 
the complexity of this issue deals with existing structures surrounding classroom teacher 
professional development. Guskey (2000) emphasized that “schools that have the greatest 
success in reform efforts display a sense of collective commitment and responsibility for 
students, combined with a set of cultural norms that stress ongoing reflection and 
improvement” (p. 174).  
McMullen, Shippen, and Dangel (2007) conducted a pilot study for middle school 
science and social studies teachers in which teachers responded to a questionnaire about 
organizational behaviors of students with learning disabilities. PLC-associated activities 
of the teachers were widely divergent. Findings further indicate that teacher expectations 
of classroom organizational behaviors may be dependent on both the compliance and 
competence of students with learning disabilities. Implications for teacher practice 
include the need for students with learning disabilities to be given explicit instruction in 
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classroom behavioral expectations in order to be compliant and competent (Wiggins & 
McTighe, 2005).  
 The wide variation of professional learning indicated by these studies, particularly 
with McMullen et al. (2007) attests to the need of strategic planning aligned with 
professional learning as a proposed topic for development of teachers. The needs of all 
children must be taken into consideration as the planning begins, and teachers should feel 
safe deciding which areas they need growth in (Darling-Hammond, 2013). These needs 
should be prioritized as collaborative planning of year-long professional development and 
documented on shared calendars noting when various topics occur. 
Strategic planning of professional learning sessions is often driven by needs 
assessments that often do not present questions that inform a sense of purpose and 
opportunities to give teachers exactly what they both require and desire to grow 
professionally and provide the best learning opportunities for their students. Easton 
(2011) argue that “one of the best ways to get people to identify purposes is to have them 
talk about what’s bothering them about what’s happening in their schools” (p. 56). 
Furthermore, “most schools discover that their problems lead to purposes related to 
learning that people need to do” (Easton, 2011, p. 57). 
Heck and Hallinger (2010) propose several indicators as tools for measuring the 
underlying processes that formulate building and sustaining teacher-leadership capacity 
within schools. “We view this set of observed indicators measuring school improvement 
capacity as reflective versus formative indicators (p. 871). Congruently, Spillane’s (2006) 
distributed leadership model offers perspectives for engaging in reflective practices that 
enable teachers to think more “systematically about the practice of leadership [in that this 
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could] …provide a frame that helps school leaders and others interpret and reflect on 
practice as a basis for rethinking and revising…” (p. 87). 
Changes in Pedagogy Based Upon Collaboration 
 Ongoing research suggests a greater need for reflecting on teaching and learning 
practices as a way to build capacity within schools. In order to be meaningful, Rychly 
and Graves (2012) share that these reflections must be directly, explicitly and 
systematically taught as a process and assessed collaboratively throughout varying 
learning experiences. The process of becoming collaboratively reflective with intent 
should be taught and mastered over time. Leithwood et al. (2006) suggest opportunities 
for sustained growth in these areas may be seized through self-reflective practices. “Some 
personal, affective, dispositions and qualities incline leaders to engage in practices widely 
considered to be successful” (Leithwood et al., 2006, pp. 80-81). Further evidence from 
Mombourquette and Bedard (2014) propose strong relationships between pedagogical 
delivery and “…modeling thinking, acting, and metacognitive strategies” (p. 64). Now 
armed with an intentional framework for supporting student learning, these teachers felt 
more confident in their ability to infuse cognitive coaching techniques into their daily 
practices and to share their learning outcomes with others. 
 Reeves (2002) argues that, 
if we expect evidence from many different variables, including student 
achievement, professional practices, curriculum, leadership, resources, 
demographic characteristics, and other data to influence leadership 
decisions in a rational manner, then it is imperative that multiple causes 
are recognized. (p. 23) 
Consonant with reviewed studies saturated with both successful and unsuccessful 
attempts at capacity-building reform (Leithwood et al., 2006, Mombourquette & Bedard, 
2014; Rychly & Graves, 2012), Fullan (2005) predicted that “we need a radically new 
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mind-set for reconciling the seemingly intractable dilemmas fundamental for sustainable 
reform” (p. 11). With foundational resolve, the work of Rose and Meyer (2002), 
introduced the UDL framework which presents a concise articulation and visual display 
of what currently exists in collaborative models for diverse classrooms. Jackson and 
Harper (2001) premiered the UDL framework as a significant structure for enabling 
content to be more accessible to all learners. Inherently, whatever the obstacles for 
accessing on-campus settings, teachers can employ a variety of planning and instructional 
strategies to provide productive and cooperative learning experiences that promote 
healthy practices for teaching and learning.  
 Rude and Banerjee (2013) report key reflections about collaborative leadership 
challenges in that it is critical “…to demonstrate the necessary courage, commitment, and 
skill to apply what is needed to effect the necessary changes to move people in new 
directions” (p. 20). Throughout these reflections, new insights often arise. They attest that 
“the responsibility for creating the conditions to support new learning to define the 
adaptive challenge and generate potential solutions expects greater responsibility on the 
part of all stakeholders who are impacted by the adaptive challenge” (Rude & Banerjee 
2013, p. 23). This revelation surmised that,  
…the responsibility for resolution is not the purview of the authority 
figure within an organization, but rather shared in a distributive context 
with those who have the greatest influence impact on others through 
relationships and creating the conditions for new learning… (Rude & 
Banerjee, 2013, p. 23)  
A reflective framework for facilitating these types of discussions requires a “...timeframe 
to identify the nature of the problem, the potential solutions that can address the concern 
and the commitment to action in comparison to technical work” (Rude & Banerjee, 2013, 
p. 23). As a result, informed practitioners are now well equipped and confident in their 
 
39 
ability to collectively analyze and act on newly prescribed pedagogy that will meet the 
learning academic and emotional needs of their students.   
Summary 
Throughout this review, the researcher explored theories and conceptual 
frameworks for which essential social and emotional practices that promote student 
achievement and overall well-being may be integrated into pedagogical practices for 
teachers of students served in alternative settings. Ultimately, the intent of this proposed 
study is two-fold: (a) to examine teachers’ ability to deliver social emotional learning 
(SEL) pedagogy, and (b) to identify conditions that need to be present to improve 
teachers’ ability to integrate SEL pedagogy into instruction. This study will be 
contextualized through reflective instruments focusing on the relationships between 
analyzed data and artifacts retrieved from SEL pedagogy administered by teachers of 
students served in alternative settings and student achievement. Chapter Three describes 







CHAPTER THREE: METHODOLOGY 
Introduction 
A review of the literature revealed a disparity with pedagogical designs and 
anticipated academic and non-academic outcomes between schools and alternative 
settings, particularly in the case of social emotional learning interventions. This study’s 
origin stemmed from the need for useful data to help educators and administrators 
examine and consider pedagogical practices that support the principles of successful 
social and emotional learning. Once it is put into practice, a coordinated and sustained 
SEL program will do more than help students academically and personally. The program 
will also help this school and others address an area of great concern−narrowing the 
achievement gap between marginalized and non-marginalized learners. The findings will 
be used to provide comprehensive feedback to participants at this school, helping identify 
areas needing enhancement and adjustment and helping the district of Maycrest High 
School customize a social and emotional education program that will help its students 
achieve academic and personal success, both when receiving traditional and off-campus 
services. It is the researcher’s hope that this study will help other districts make informed 
decisions about SEL programs. Administrators, teachers, and other stakeholders will be 
interested in reading about SEL practices that will enhance academic and personal 






Research Question 1: How do teachers providing instruction or lessons to home-
based learners ensure they deliver what students need in terms of SEL? 
Research Question 2: What conditions in the school and district need to be present 
to improve teachers’ and staff members’ ability to integrate SEL pedagogical strategies 
into instruction, particularly as those conditions impact home-based learners in their 
transition back into the school and district? 
Research Design  
Although there is no mandated structure for designing a qualitative study, a well 
framed research design may provide a blueprint that gives a pathway to the researcher 
throughout the process of data collection, analysis, and interpretation (Creswell, 2013). 
Jorrín-Abellán’s (2016) Hopscotch Model (Figure 1) was accessed to generate a 
graphical representation of the research design for this study. This model served as “…a 
tool to … thoroughly design [a] qualitative research study while learning the 
philosophical underpinnings of this particular form of research” (p. 1). As presented in 
Figure 1, this type of design was instrumental in facilitating the process of gathering a 
sound model of evidence, enabling the researcher to make suppositions about 






Figure 1.  Hopscotch model.  (Jorrín-Abellán, 2016). 
 
 
Yin (2009) posits that the most significant goal of the research design is to ensure 
that data compiled during the study answers the research questions. Yin (2009) further 
states that, “Defining the research question is probably the most important step to be 
taken in a research study, so you should be patient and allow sufficient time for this task” 
(p.10). Research questions need: (a) to be appropriate to the study design, (b) require in-
depth answers concerning the phenomenon in the study from which to draw rich data, 




An appreciated attribute of case study methodology is that case study has the 
ability to “deal with a variety of evidence—documents, artifacts, interviews, and 
observations” (Yin, 2009, p.11). Yin (2009) also depicts case studies as “a linear but 
interactive six-step process which includes: (a) planning the study, (b) a research design, 
(c) preparation for the study, (d) data collection, (e) data analysis, and (f) reporting the 
findings” (p. 2). Suggestively, “some case study research goes beyond a type of 
qualitative research by using a mix of qualitative and quantitative evidence” (Yin, 2009, 
p. 19). Consequently, this research study used a qualitative case study method for the 
purpose of examining teacher pedagogy infused with social and emotional learning 
techniques. The outcome of this design determined factors that affected teachers’ ability 
to integrate social and emotional pedagogy into their teaching practices. 
Worldview and Research Tradition Followed 
Throughout the researcher’s years as a classroom educator and instructional 
coach, she surmised that today’s classrooms consist of diverse learners who bring 
complex sets of performance abilities, cultural characteristics, unique skills and 
conceptual knowledge. Therefore, the many combinations of student demographics 
within a typical classroom could be as computationally problematic as counting the 
number of grains within a teaspoon of salt. Alas, there are no quick nor easy cures for 
addressing this problem. The reality is that these variables are ever changing and 
therefore, make cracking the code of effective pedagogical planning and meeting the 
social and emotional needs of marginalized learners a high priority. However, according 
to Johnson, Poliner, and Bonaiuto (2005), “…schools [often] look for quick answers to 
complex problems. [Yet] changing students' social and emotional behavior requires more 
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than skill lessons—it requires attention to the environment in which students learn” (p. 
63). Likewise, as expressed by the developers of universal designed learning principles, 
“if we emphasize skills and knowledge to the exclusion of emotion, we may breed 
negative feelings towards learning, especially in students having difficulties” (Rose & 
Myer, 2002, p. 125). 
Although transition is inevitable, many organizations do not look forward to 
experiencing change. Kotter (1996) suggests that the process of producing change, no 
matter how strategic it might be, involves two essential capacities: a clear communication 
of vision and an intentional plan for implementation. Kotter (1996) also proposes that 
communicators of visionary change will be undermined if those involved are not 
consistent with the communicated vision. Therefore, modeling the commitment to change 
through collaborative reflective practices, including words and actions on the part of the 
cognitive coach or teacher leader become critical to implementation success. Although 
collaboration between general and special educators is frequently recommended in the 
literature, how much is known and understood about actual collaboration practices 
remains unclear. Van Garderen (2012) explored research based on the impact that 
collaboration has on academic and/or social or behavioral outcomes for students with 
disabilities. While there is little variability in how one defines effective practices for 
collaborating teachers of marginalized learners, there is broad variability in its 




Context of Study 
The research was conducted at one public high school, located within a suburban 
community in the southeastern United States. A pseudonym was assigned and referred to 
throughout this study. 
Maycrest High School 
The school site studied was selected by reputational case type sampling 
(McMillan & Schumacher, 2010). This qualitative sampling model is “…most likely to 
yield fruitful data about the evolving research questions” (McMillan & Schumacher, 
2010, p. 351). 
Maycrest High opened in the early 1960s with approximately 900 students. This 
school is located within the southwestern area of the district. As of the end of the 2016-
2017 school year, this school had an enrollment of approximately 2,600 students 
consisting of varying ethnicities/races and exceptionalities (see Table 2). Fifty-eight 
percent (58%) of the student population were Black/African American, 6% 
White/Caucasian, 34% Hispanic/Latino, with the remaining student population identified 
as American Indian, Asian, or Multiracial (2%). Of this population, 10% were students 
with disabilities (SWD), 31% were English language learners (ELL), and 7% of the 
students qualified for gifted education services. In addition, about 79% of the student 





Maycrest High School Enrollment Percentage by Demographics 
Characteristic Enrollment Percentage 
Ethnicity Race:  
White/Caucasian 6% 
Black/African American 58% 
Hispanic/Latino 34% 
American Indian, Asian, or Multiracial 2% 
Additional School Data:  
Students with Disabilities 10% 
English Language Learners 31% 
Gifted 7% 





The participants selected for this study were local high school teachers or case 
managers of students who were served in alternative settings, a home-based instructor 
(itinerant), a paraprofessional, a local school counselor, the home-based district 
supervisor, and the local school support and service administrator. Existing gaps in 
research examined social and emotional pedagogical practices for teachers of students 
served in alternative settings. This study also documented the outcomes such as shifts in 
conceptual understandings documented through teacher lesson plans, participant 
interviews, and field notes along with other artifacts that captured informal conversations 





As part of this qualitative case study, the researcher conducted interviews and 
analyzed lesson plans, field notes and additional artifacts resulting from informal 
meetings. These data sources were carefully analyzed in a meaningful way through a 
triangulation process. This triangulation method allowed the researcher to collect data 
that aligns with each research question. As shown by the triangulation matrix (see Table 







Research Questions Data Source 1 Data Source 2 Data Source 3 
Research Question 1: How do 
teachers providing instruction 
or lessons to home-based 
learners ensure they deliver 














Research Question 2: What 
conditions in the school and 
district need to be present to 
improve teachers’ and staff 
members’ ability to integrate 
SEL pedagogical strategies 
into instruction, particularly as 
those conditions impact 
home-based learners in their 














Data Collection Methods 
An inquiry with a narrowed focus on a special education classroom teacher of a 
student served within a home-based setting was conducted through a mini-case study 
methodology. According to Creswell (2008), gathering multiple sources of data enhances 
the accuracy of a study, contributes towards validating findings, and increases the 
credibility of the study. Known as triangulation, it is “the process of corroborating 
evidence from different individuals (e.g., a principal and a student), types of data (e.g., 
observational field notes and interviews) or methods of data collection (e.g., documents 
and interviews in descriptions and themes in qualitative research” (Creswell, 2008, p. 
266). The matrix (see Figure 2) displays what the researcher needed to know, the 


















What do I need to 
know? 
Why do I need to know 
this? 
What kind of data will 
answer the questions? 
Where can I find the 
data? 
Whom do I contact for 
access? 
Timeline for acquisition 
Priorities and goals 
that align with local 
school’s vision and 
culture 
To understand the direct 
and indirect contributors 
that drives the school’s 
culture 
Semi-structured Interviews 
- teacher lesson plans, field 
notes from impromptu 




instructor’s field notes, 







Obtain permission from 
principal-   
Obtain teacher consent forms- 
 
Participant interviews  
Knowledge and 
awareness of SEL 
strategies 
To discover factors that 
lead to SEL integration 
in classrooms 
Semi-structured Interviews 
- teacher lesson plans, field 
notes from impromptu 




instructor’s field notes, 







Obtain permission from 
principal-   
Obtain teacher consent forms- 
 
Participant interviews  
Teacher belief and 








practices presented in 
classrooms 
Semi-structured Interviews 
- teacher lesson plans, field 
notes from impromptu 




instructor’s field notes, 







Obtain permission from 
principal-   
Obtain teacher consent forms- 
 
Participant interviews  
Current SEL strategies 
used to support 
positive behavior 
To discover “lived” 





- teacher lesson plans, field 
notes from impromptu 




instructor’s field notes, 







Obtain permission from principal-
Obtain teacher consent forms- 
Participant interviews  





students and teachers 
To assess the impact of 




- teacher lesson plans, field 
notes from impromptu 




instructor’s field notes, 







Obtain permission from 
principal-   
Obtain teacher consent forms- 
 
Participant interviews  
Perceived SEL links to 
student achievement 
To afford teachers an 
opportunity to reflect on 
their own biases and 
assumptions about the 
needs of marginalized 
learners 
Semi-structured Interviews 
- teacher lesson plans, field 
notes from impromptu 




instructor’s field notes, 







Obtain permission from 
principal-   
Obtain teacher consent forms- 
 
Participant interviews  










- teacher lesson plans, field 
notes from impromptu 




instructor’s field notes, 







Obtain permission from 
principal-   
Obtain teacher consent forms- 
 
Participant interviews  
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Data Analysis Procedures 
As Saldaña (2016) proposes, a preliminary list of codes was generated and 
defined, but not yet assigned to primary documents (artifacts, interviews, field notes, 
etc.). Field notes were recorded within the observation phase of data collection during the 
time in the field to capture what the researcher observed and heard (Stake, 2010). These 
proposed codes were later used to codify and “…arrange things in a systematic order, to 
make something part of a system or classification, to categorize” (Saldaña, 2016, p. 9). 
Ultimately, they were used to translate evidence for synthesizing collected data with the 
research questions and theoretical framework. Since the data collected for this study were 
obtained from multiple sources with varying formats and lengths, ATLAS.ti (Muhr, 
2016), a computer assisted qualitative data analysis software (CAQDAS) was used to 
efficiently store, sort, and organize these data.  
A rigorous review of data was conducted throughout this study. “Two strategic 
ways that researchers reach new meanings about cases are through direct interpretation of 
the individual instance and through aggregation of the instances until something can be 
said about them as a class” (Stake, 1995, p. 74). Repeated readings of the data as it is 
collected revealed themes and patterns that emerged from the staff interviews, artifacts, 
and other documents. In case study research, the “search for meaning often is a search for 
patterns, for consistency within certain conditions,” known as correspondence (Stake, 
1995, p. 78). Analysis and interpretation of artifacts requires five strategies, all of which 
were practiced throughout this study. These strategies were: 
1. Anticipate and explore artifacts, objects, and documents in the classroom, at 
the school’s site, and as offered by school staff 
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2. Document artifacts by photograph along with a brief description of their uses 
so they can be referred to during the course of the study 
3. Analyze each artifact as to its purpose and contribution to the school 
community 
4. Critique each artifact and document for authenticity and accuracy as to 
meaning and contribution to the study 
5. Corroborate artifact meanings with interview and observation data (McMillan 
& Schumacher, 2010, p. 362) 
Strategies to Ensure Trustworthiness  
As a conductor of educational research, there is no room for wavering when it 
comes down to ensuring ethical practices and quality standards. Quality research of this 
nature encompassed a model framework consisting of standards-based practices and 
verification components that were adhered to throughout the entire research process. 
Credibility (internal validity), transferability (external validity/generalizability, 
dependability (reliability), and confirmability (objectivity) are the aligning platforms for 
conducting a trustworthy qualitative research study (Guba, 1981). Throughout this 
project, the researcher sustained ethical practices that were of the highest quality through 
a commitment to the following conduct and ethical practices: 
Ethical Procedures  
I. The researcher clearly communicated the existence of phenomena and issues 
which she would like to study. In doing so, the researcher established set 
procedures for phenomenology (bracketing) and case study (interviews) data 
collection and analysis procedures. 
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II. The researcher committed to “do no harm.” All individuals participating in 
this research study had a reasonable expectation that privacy would be 
guaranteed. 
III. The researcher ensured the privacy and anonymity of all participants within 
her study. Identifying information about groups or organizations participating 
within this research were not revealed.  
IV. The researcher did not disclose confidential information pertaining to 
individuals participating within her study and all information obtained by the 
researcher was treated within a confidential manner. Participants were assured 
that any confidential information provided to the researcher was not given to 
anyone else. 
V. The researcher ensured that individuals participating in her research study 
were provided with an informed consent regarding the nature of the research 
study. Participants chose whether or not to participate in the study and were 
not coerced into participation. 
VI. The researcher provided an environment that was trustworthy and opened the 
door for rapport between researcher and participants 
VII. The researcher ensured that her conduct as researcher was not overly 
intrusive; the researcher remained neutral throughout her role as researcher. 
VIII. The researcher did not engage in inappropriate behavior. As the researcher, 
she was bound by conduct to treat others with respect. 
IX. The researcher analyzed data in a way that was void of misstatements, 
misinterpretations, and fraudulent analysis. Data was interpreted and 
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presented as evidence for others to decide to what extent her interpretation 
was believable. 
X. Although the researcher was considered the sole owner of the work generated 
throughout this study, she will consider sharing substantial gains resulting 
from this study with research participants. 
Conclusion 
This chapter provided an overview of the rationale for the selected research 
paradigm and methods of data collection. This study was designed to provide the 
researcher with the data necessary to examine SEL pedagogical practices for teachers of 
students instructed in alternative settings. The chapter identified data sources and the 
procedures for collecting, storing, and analyzing data. Data collection was achieved by a 
variety of methods and instruments and collected between the Fall semester of 2017 and 
Spring semester of 2018. Data sources included participant lesson plans, participant 
interviews, and participant artifacts. This section concluded with information related to 







CHAPTER FOUR: RESULTS 
Introduction 
The purpose of this qualitative case study was to examine the SEL pedagogical 
practices of Maycrest High School educators, particularly for staff members who play 
significant roles in providing instruction for students in off-campus or home-based 
settings. As suggested by Creswell (2013), this qualitative case-study gleaned a 
purposeful sampling to “…inform an understanding of the research problem and central 
phenomenon in the study” (p. 156). The outcome of this design determined factors that 
affected teacher’s ability to integrate social and emotional pedagogy into their teaching 
practices. Summations from earlier chapters of this dissertation resolved that the 
implementation of a systematized program of SEL strategies in schools is strongly 
correlated with improved academic achievement of students (CASEL, 2012, 2015).  
This qualitative research study examined this school’s current pedagogical 
practices and beliefs about social and emotional learning for teachers of students in 
alternative settings. The researcher conducted interviews and analyzed artifacts from 
reflections and impromptu meetings between on-campus staff members and off-
campus/home-based instructors. These data allowed the researcher to draw conclusions 
regarding the SEL pedagogical practices for the practitioners of Maycrest High School.  
Research questions included: Research Question 1: How do teachers providing 
instruction or lessons to home-based learners ensure they deliver what students need in 
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terms of SEL? Research Question 2: What conditions in the school and district need to be 
present to improve teachers’ and staff members’ ability to integrate SEL pedagogical 
strategies into instruction, particularly as those conditions impact home-based learners in 
their transition back into the school and district? This chapter will provide a description 
of the research participants and summarize major findings based upon coding and themes 
extrapolated from the previously mentioned data sources. 
Demographics 
The research was conducted at one public high school, located within a suburban 
community in the southeastern United States. A pseudonym was assigned to this school 
and all participants and referred to throughout this study. The researcher invited six 
participants to take part in this research. The members selected for this study were the 
campus-based high school teacher and case manager of students served in alternative 
settings, a home-based instructor (itinerant), a paraprofessional, a local school counselor, 
the home-based district supervisor, and the local school support and service 
administrator. The participant pseudonyms for this study were assigned as follows: Isaiah 
(P1- Homebased Instructor), Melanie (P2- Campus-based Teacher), Vanessa (P3- 
Paraprofessional), Jonathan (P4- Campus-based Counselor), Kristina (P5- Campus-based 
Administrator), and Natasha (P6- Home-based Administrator). Of the six participants, 
two are males, four are females, and except for Isaiah (all names are pseudonyms), all 
participants have worked in the field of education between 14 and 20 or more years. Five 
of the six identified as being Black or African American while one participant identified 
as being Caucasian. The participants ranged in age from 30-59 years and all certified 




The examiner summarized data collection methods and procedures for this study 
in Chapter three. Following IRB approval and before approaching plausible participants, 
permission was obtained from each participant in this study. All identified participants 
agreed to participate in a recorded interview and to share artifacts. To ensure the accuracy 
of interpretation of member responses, each interview (six total) was quickly transcribed 
and member-checked by each participant. In addition, Melanie (Campus-based teacher) 
contributed artifacts including 14 lesson plans and 6 responses from an interactive journal 
between the campus-based teacher and a student who receives instruction off-campus. 
These artifacts required no transcription. With prior consent, the researcher took pictures 
of these artifacts during planned and/or impromptu meetings with this teacher. Jonathan 
(Campus-based counselor) also contributed artifacts including examples of a letters of 
communication to parents in English and Spanish (Appendix I). These artifacts required 
no transcription as the poster was captured by camera and the lesson plan and the parent 
letter were typed and emailed to the researcher by the participant.  
Prior to beginning data analysis, the researcher followed Saldaña’s (2016) advice 
for using a process of preliminary jottings to begin the coding process during the data-
collection phase and before all fieldwork was completed. In this wise, the examiner was 
certain to “…jot down any preliminary words or phrases for codes on the notes, 
transcripts, or documents themselves, or as an analytic memo or entry in a research 
journal for future reference” (Saldaña, 2016, p. 21). After collecting and transcribing the 
data (six interviews, 15 lesson plans, 1 instructional activity, 6 journal entries, Spanish 
and English versions of parent communication letters, and 1 poster), the researcher coded 
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all data, analyzed these data and created common themes. Codes and sub-codes included: 
Social Emotional Learning, pedagogical practices, academic needs, alternative education, 
and reintegration (Figure 3).  
 
 
Figure 3. Graphic presentation of codes and sub-codes. 
 
After further analysis, major themes emerged consisting of about 21 other sub-
codes in the initial round of coding using ATLAS.ti online software. With regards to SEL 
pedagogical practices, this researcher’s examination associated five assertions with 
regards to these themes. These assertions, while contextual to the educators in this 
teaching scenario, could reveal how teachers delivering instruction to home-based 
learners ensure they deliver what students need in terms of SEL along with 
considerations for the conditions that they believe need to be present to improve their 
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ability to integrate SEL pedagogical strategies into instruction. Saldaña (2016) 
recommends using In Vivo Codes for visually capturing the essence of qualitative data in 
educational research. “In Vivo Codes can also provide imagery, symbols, and metaphors 
for rich category, theme, and concept development…” (p. 109). Subsequently, the 
findings for this study will be unveiled through 5 contextual themes and coordinating sub 
codes are color-coded and discussed within the following sequence: Social Emotional 
Learning (yellow), Pedagogical Practices (blue), Academic Needs (orange), Alternative 
Education (green), and Reintegration Plan (pink). Each of these themes links to an 
assertion that ties back to a research question. Assertion discussions are emphasized 
within quotations, reflections and artifacts shared from participant interviews throughout 
the data-collection process.   
Another revelation that surfaced during the readings of transcripts and artifact 
analysis highlighted the alignment of four of five categories of primary themes with 
seven of ten performance standards used to evaluate teachers (Figure 4). It was important 
to capture this viewpoint as well because as Saldaña (2016) emphasizes, “Sometimes the 
participant says it best; sometimes the researcher does. Be prepared and willing to mix 










Research Question 1 
How do teachers providing instruction or lessons to home-based learners ensure 
they deliver what students need in terms of SEL? For the purpose of answering Research 
Question 1, the school’s on-campus teacher and paraprofessional responded to interviews 
questions 1, 2, & 4 from the Teacher Interview protocol (Appendix A). The on-campus 
Administrator and Home-based supervisor responded to questions 1, 2, & 4 from the 
Administrator protocol (Appendix B), and the school’s counselor responded to questions 
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(1-4) from the Teacher Interview protocol (Appendix A). The district’s off-campus 
instructor for this site responded to questions 1, 2, 4, and 5 from the Home-based 
Interview protocol. 
 Social emotional learning (SEL). With an examination of SEL pedagogical 
practices at the heart of this study, this research depicts how participants in their 
respective roles instructed students who are enrolled at this high school for attendance 
purposes, but not academically instructed on campus. This study’s origin stemmed from 
the need for useful data to help educators and administrators examine and consider 
pedagogical practices that support the principles of successful social and emotional 
learning. Five sub-codes emerged from this theme: Self-Awareness, Self-Management, 
Social Awareness, Relationship Skills, and Responsible Decision-Making. In addition, 
the TKES Standard 7 (Positive Learning Environment) was also linked to this code. As 
the researcher analyzed the data from teacher and staff member interviews, teacher lesson 
plans, and journal entries from the campus-based teacher, this assertion emerged from 
participants’ consistent use of words or phrases such as listening, awareness, 
relationships, empathy, responsibility for decisions, inclusion, caring attitudes, 
affirmations, and emotional check-ins.  
Assertion one: SEL pedagogy addresses academic and non-academic needs of 
students. The first question the researcher asked all participants was “social and 
emotional learning is defined by CASEL as “the processes of developing competencies, 
including self-awareness, social awareness, self-management, social awareness, 
relationship skills, and responsible decision-making. When thinking about this definition, 
tell me about how you and/or your school incorporate social and emotional learning?” In 
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the interview with the off-campus teacher, Isaiah explained his technique for building 
relationships; an SEL sub-category, when engaging with off-campus learners for the first 
time. Isaiah also stressed the importance of transferring the competencies of SEL through 
an open conversation. He stated, 
I don't know that they necessarily look forward to me showing up and doing work 
with them, but I listen to them, I talk to them, I remember the things they say so 
that in a couple weeks I can come back and ... Just to at least start to build a 
foundation. (personal communication, 2/27/18) 
Isaiah goes on to explain why he believes that it is important to listen, talk, and to 
build a foundation with students: 
…to show that someone's interested in your [student’s] life. So that should 
theoretically help them go, "Well, maybe I should be more interested in my life. 
Or maybe this is important. Or maybe ...” Cause like I said, the home life they're 
coming from typically ... I've had some parents that were great, and they just had 
a student with difficulties and issues and they're doing great stuff. But the 
majority, when you're talking home-based and so on, there's some pretty serious 
issues. (personal communication, 2/27/18) 
 Building positive relationships is one of the core competencies of effective SEL 
development and remains an internal focus within schools and districts. Natasha, the 
district’s home-based supervisor expressed her vision for ensuring positive on-campus 
and off-campus relationships between students and staff members. She expressed, 
Let home-based students know that they're valuable. Showing an interest, learning 
their names, high-fiving them, asking them how they're doing, getting to their 
personal life. So, like I said, just really building that relationship and getting to 
know them on a level beyond school, where they know that there is a safe place or 
a safe person that cares for them at school. (personal communication, 2/27/18) 
Melanie, the on-campus instructor expressed the importance of preparing students 
for the real world. Lesson planning artifacts emphasized the importance of this belief as 
well (Appendix G). She stated, 
One of the things that I do with my learners as far as social and emotional 
learning, is having them to relate the reality of the real world to what is important 
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to them, and then also making sure that they understand how to respond 
appropriately in the real world. In order to do that we do a lot of hands on 
activities, community-based instruction field trips, we do mock role play 
situations where we put those students in specific situations such as if you are 
buying an apartment, or if you need to make an appointment, if you need to 
cancel an appointment, how do you go about doing that? (personal 
communication 3/2/18) 
Vanessa, the classroom’s on-campus paraprofessional incorporates SEL  
techniques through a daily check-in. She shared, 
We incorporate social emotional learning by assigning group work for peers to 
work together. Also, for students to be able to also get one-on-one time with each 
of us, maybe like a daily check in just to see where they are emotionally for that 
day. (personal communication, 3/5/18) 
Jonathan, the school’s counselor reflected on the school’s demographic  
population and stated the importance of bringing social awareness (SEL sub-code) 
regarding the socio-economic status of the student population to the school’s staff.: 
What we do often at the beginning of the school year, during pre-planning, we 
bring this to the awareness of our teachers through staff development. I remember 
on one occasion, we loaded up two buses with our staff members and we took a 
tour through some of the trailer home areas, through some of the apartment areas, 
which those areas are not, when you see them, you see that it's not all glamorous. 
So, the teachers that didn't know, it brought awareness to them, like some of the 
environments that they're coming from, and that they have to go back to once they 
leave school. (personal communication 3/5/18) 
Kristina, the on-campus administrator considers the social and cultural awareness 
aspects of all students in ways that gets all staff members involved. Her response to this 
question yielded SEL sub-codes within the areas of Relationship Skills, Responsible 
Decision-Making, and Social Awareness. She shared that  
ideally it starts within our classrooms. We model greeting others. With the teacher 
standing at the door, welcoming the students in. We model respect for individual 
differences. We have a lot of students who are served ELL. We have students who 
are served SWD. We have Hispanics. We have Caucasians. We have Blacks, and 
so our teachers model treating people who are different from you with respect. 
We also have a high gay, lesbian, bi-sexual population here as well. And again, 




And so, beginning within the classroom, and as we transition into the hallway, we 
have our teachers on duty. Administrators are also on duty, and we set the 
expectation of how students should transition and move from one area of the 
building to the other. 
Then if by chance some students have difficulty following directions, or engaging 
in disrespectful conduct, then as administrators we meet with students who earn 
what we call an office referral. And in that process, we talk with the student about 
how that behavior impacts them, impacts their families, impacts the peer that they 
may have been disrespectful to. And then we talk about some other things that 
they could have done. Such as, reporting that behavior to an adult. Or finding a 
peer that would help be supportive of them. 
We also have in place our peer mediation program, through our guidance 
counseling. So, we have those, those pieces in place to help our students with the 
social emotional aspect of it. And of course, we have teacher, teacher doing 
individual conferences where they may just pull a student out and say, hey, this is 
not how we're gonna behave. Or, hey looks like you're having a rough morning.  
And of course, we have bus drivers, we have a custodian, we have paras. So we 
have people along the way that students form relationships with, and they know 
they can go to for conversations. (personal communication 3/2/18) 
Pedagogical practice. The importance of the relationship between pedagogical 
knowledge and student achievement has been widely reported (Darling-Hammond, 2014; 
Marzano, 2003). As Marzano (2003) notes, “While subject-matter knowledge in itself 
might not be consistently associated with student achievement, pedagogical knowledge 
is” (p. 64). The underlying themes and sub-codes for responses regarding pedagogical 
practice include Instructional Planning (TKES Standard 2), Instructional Strategies 
(TKES Standard 3), Differentiated Instruction (TKES Standard 4), and Assessment 
Strategies (TKES Standard 5).  
Assertion two: There is an academic need for systemic and sustained 
pedagogy that is culturally responsive. SEL pedagogy is culturally responsive 
pedagogy. During the interviews, the researcher asked the participants to “tell me about 
some specific instructional strategies or group activities you incorporate. The researcher 
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also asked, “In what ways do your home-based instructional practices reflect the cultural 
background of your students?” Isaiah, the off-campus instructor stated,  
I've had students where they literally say, "He doesn't do any work." I'm not 
saying that I'm bringing back these four-foot high stacks that we're finishing every 
week, but just getting some work back, where everything is getting completed. 
Hates to write, but he gets some writing done. It's very nice because that's where 
you do get that little satisfaction. You cracked the code, you solved the puzzle. So 
that part, I think, is really fun. You have to be interested in who they are as a 
person. Listen, pick up on little signs and signals. 
 A lot of times the stuff you'll get from teachers, ('cause it's the easiest way to do 
it), they'll give you a few worksheets or something. You know, science 
worksheets. It's not very stimulating, it's not very engaging. So, when you are 
working with them, it's kind of nice to jump into little YouTube videos or things 
you find online. Anything that breaks it up a little bit. Especially once you learn 
the rhythm of the student, you get to learn what it is that they will respond to. I 
have found that that's on you. You're not gonna get a lot of that from any kind of 
school. You're doing K-12 as a home-based teacher, so once you've done the 
different subjects or the different things a few times, you find good resources for 
Biology. So, every time you do Biology from now on you can always go like "Oh, 
I can jump back to all this." 
I don't have a lot of experience with the things either they're interested in or how 
they grew up, it gives a lot of opportunity to talk about comparing and 
contrasting, whether it's interests, or things that their family did, or traditions, or 
anything like that. It gives you a little pool of things you can talk to that quickly 
build upon ... It gives you a lot of questions you can ask. Once you start asking 
questions, now that's showing interest. And once you're showing interest, you get 
questions back and you get answers back. And now you've got a dialogue. And 
once you've got a dialogue, it builds up from there. Which I'm sure that could 
work if you're from the same background because you've now got stuff you can 
share and things too. Either way, I think it would be good.  
The on-campus teacher’s pedagogical approach yielded instructional strategies 
that linked to real-world applications. Melanie stated, 
One of the things that I do with my learners as far as social and emotional 
learning, is having them to relate the reality of the real world to what is important 
to them, and then also making sure that they understand how to respond 
appropriately in the real world. In order to do that we do a lot of hands on 
activities, community-based instruction field trips, we do mock role play 
situations where we put those students in specific situations such as if you are 
buying an apartment, or if you need to make an appointment, if you need to 




We do a lot of forward thinking. What would you do differently if you had the 
father you wanted? What would it look like? What kind of parent will you be in 
the future? If you could talk to your younger self what would you tell yourself? 
That, you know, certain things get better. Or if you could see yourself in the 
future. 
We do a lot of having them think and visualizing through pictures and vision 
boards. We have our affirmations hanging up outside. Every day we stop and 
pause for them to reflect on where they're at and for them to speak that positivity 
over their day.  
A lot of that just comes from me helping them deal with the hand they have been 
dealt and having them take ownership of that and rewrite their chapter, rewrite 
their verse, rewrite their day.  
Affirmatively, the classroom’s on-campus paraprofessional stated, 
Every morning we do a journal, and a journal is basically a check in. We just 
don't use the term check in, but it's sometimes, "What did you have for dinner last 
evening?", or, "What is something that challenges you most at home?", or, "What 
chore do you like the least?", or things of that nature. That way we can kind get a 
feel. The students will use that time to express something that may have happened 
that they didn't like, or they would say, "I had spaghetti last night. I hate 
spaghetti." Something like that. Usually if they can express something that 
happened recently that they were a little upset about, they get it out of their 
system, and they're able to start fresh. 
We do peer monitoring where we may have a peer that's stronger on one subject 
work with a peer that may be a little more challenged in that subject. That way it's 
not coming from the adult in the class, and a peer may be able to use terminology 
that the other student may be able to pick up on if they're not grasping the 
information from the teacher or myself. 
 Within the instructional framework of school counseling pedagogy, the on-
campus school counselor plans and delivers instructional lessons for staff and students on 
a daily basis. Jonathan stated, 
One of the things we do is like a ‘learn to deal session’, it's related to problem 
solving, but it's more connected to whatever behavior that they have manifested 
that caused them to get a consequence. And we know once they get a 
consequence and they're in ISS [in school suspension], we can then focus on what 
led to them going into ISS. A lot of those students will say, "Well, I have anger 
management problems." Or "My teacher or administrator, they don't understand 
why I was late to school, because my parent dropped me off at school late, or I 
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didn't have a ride to school, or I worked last night." You find so many different 
scenarios, so we try to focus on the things that most of us can't see and that the 
students refuse to talk about. 
So we try to extend ourselves beyond the classroom because we know that even if 
a student has a 4.0 GPA, and then there's another student that has a 2.0 GPA, 
some of those same students have common home issues, and so we extend 
ourselves beyond the classroom to make sure that they're developing well in those 
areas, 'cause once they leave high school, it's gonna be a lot more about their 
character as well as how intelligent they are, and how well and dutiful their 
transcript looks, they're still gonna have to begin to deal with certain life 
challenges that's gonna come their way as adults, and they're gonna need to know 
those problem solving steps, and then they're gonna need to also be aware of some 
of their family issues, family history, their ecosystem, and also some of the 
patterns in their families that's been a cycle for generations back, and so hopefully 
they at some point will break some of those cycles before they start their own 
families, so they can be successful. 
Kristina, the school’s administrator explained this type of culturally-responsive 
pedagogy by expressing that 
every child has to go through the class called Seminar. So, Freshman Seminar, 
Sophomore Seminar, and then when they become Juniors, we embed that seminar 
within the AM Lit course. Because, by then, we have taught the kids about 
branding themselves. And in fact, one of the things that we do as educators here, 
we don't call ourselves teachers, administrators, counselors. My brand is 
facilitator of engagement. Because my role is to work with the teachers to develop 
strategies to keep the students connected to learning and connected to themselves.  
We started with the ninth graders and they became tenth graders. And now we're 
in our third year. So, these students are now on their third year of the Safe by the 
Sea (pseudonym) program. And within that program, we are teaching kids about 
knowing themselves. Knowing their strengths. And in fact, the students have to 
identify their brand and how to brand themselves.  
So, we talked to them about, when you set up your social media accounts, what 
name are you giving yourself? Are you giving yourself HotBot number one, or are 
you picking names that 10 years from now if someone Googled that name, would 
you be proud of that social media account name? 
The Home-based supervisor further corroborated this response in her statement 
about pedagogical practice and the importance of 
…having role plays and interactions and talking through scenarios with students. 
And using real world events to talk about scenarios and things going on in the 
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world and how we can interact. And social media, and just the barriers of social 
media, and how to be respectful. So, just real-life activities that can help promote 
learning based on personal experience or life experiences. 
Research Question 2  
What conditions in the school and district need to be present to improve teachers’ 
and staff members’ ability to integrate SEL pedagogical strategies into instruction, 
particularly as those conditions impact home-based learners in their transition back into 
the school and district? For the purpose of answering Research Question 2, the school’s 
on-campus teacher and paraprofessional responded to interview questions 3 & 5 from the 
Teacher Interview protocol (Appendix A). The on-campus Administrator and Home-
based Supervisor responded to questions 3, 5, 6 and 7 from the Administrator protocol 
(Appendix B), and the school’s counselor responded to questions 5 and 6 (Appendix B) 
from the Administrator Interview protocol. The district’s off-campus instructor for this 
site responded to questions 3, 6 and 7 from the Home-based Interview protocol. 
ATLAS.ti themes generated for the categories of Academic Needs, Alternative 
Education, and Reintegration Plan responded to this research question. 
 Academic needs. Academic needs are multidimensional in that they must first be 
identified before they can be tangibly addressed. With Academic Needs centered at the 
core, sub-code categories for Assessment Uses (TKES Standard 6), and Communication 
(TKES, Standard 10) captured the essence of this theme. 
Assertion three: There is an academic need for SEL pedagogy to be taught 
systemically in schools. This code morphed into existence after multiple readings of 
transcriptions with discussions surrounding practices that were instrumental to the 
school’s current success or could be viewed as detrimental if these academic needs were 
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not met. The researcher asked participants to “explain some things that you think need to 
happen for SEL to be given emphasis at your school.” Isaiah stated, 
You need to be able to read, write, and do some basic math to count money, and 
after that you just get job training specifically for whatever it is you do. Unless, of 
course, you go on to be an engineer or something. But for most people, the 
academic part is pretty minor.  
But how do you [do this] specifically? What are the instruments that you use to 
take real, accurate data, and how do you do it in the whole-classroom 
environment? Because, again, when you start talking social-emotional, it becomes 
more personal. 
You really would have to look at everybody completely individually and assess 
where they even are. And then at that point ...  
Again, the hard part is, if it's only gonna happen in school, when they go home 
they're not getting any kind of emotional support or anything like that ... It's the 
same with academics, it's the same deal. What can you expect if they go home and 
no one's on them to say "Did you do your homework? Or do you need help with 
this? Etc., etc." Now if you don't have any kind of parent or guardian support 
there too, when they come to school, it's very difficult. To be honest, I think the 
whole purpose of what school is for needs to be reexamined. Because I don't think 
it's going to be a great solution to just tack on a little piece and go like "Okay, we 
did it." That's gonna have to be integrated in at a fundamental level, where it's just 
built into how schools run and how the relationships are. 
While infusing her response with the importance of communication, Melanie  
followed a similar train of thought in her sharing that 
I think that we have a unique job, opportunity and responsibility to really be there 
for the right reasons, and for me that piece comes before anything else. Before the 
learning takes place, positive genuine relationships need to be built. That comes 
with not necessarily feeling sorry for them but learning who they are, where they 
come from and hold them accountable for what they could be.  
…a lot of educators need to truly get to know who their kids are, and where they 
come from, and develop that sense of empathy for them. Although we may not 
think, oh well they are over reacting, or this child is too emotional, but you don't 
know their story you don't know their background that they come with. 
One of the ways that I communicate with both the parents and students, I have all 
their phone numbers and names in my phone. Sending out different newsletters 
and communications about upcoming things that we have going on, sharing what 
we're doing in the classroom. We talk of, we do the CBIs every month. That 
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really helps with seeing the kids outside the classroom and having them 
experience certain things that they may not have experienced before.  
This month we're doing bowling on Monday and then we're doing a seafood 
restaurant in two weeks. Just having those conversations for the guys pull out the 
chair for the girls. For the girls have that expectation. For the boys, you know ... 
How to order from a menu, how to leave a tip.  
Those things that they may not be getting that support in things at home but 
sending home that information so that that behavior is still modeled from their 
stand point. 
Vanessa addressed an academic need for supporting students through  
collaborating and communicating unique needs of students with other staff members 
outside of her classroom.  She stated that  
I definitely think we need school counselors and/or social workers that are able to 
address more personal issues with the students. We don't usually have the time in 
our classroom schedule to address the things of that nature, but sometimes the 
kids have some personal issues going on that cannot be addressed in the 
classroom. The counselors are just too busy, or they're doing schedule changes 
and not able to deal with the kids on a more personal level. With 27, 2800 kids in 
the school, and one part-time social worker, those needs go unaddressed. The kids 
just don't have what they need to deal with them, the tools that they need to cope 
with those outside sources.  
We have an open-door policy where the kids are free to talk to us about anything 
that may be going on in either on a personal level or educationally. If they have an 
issue with another teacher, they can bring it to us and know that we'll address it. If 
they're not understanding something in another class, they know that we'll be able 
to go to that teacher and say, "Hey, this child's having some difficulties. Could 
you possibly give them a little bit more time?"  
In reflecting on the unique challenges representing the demographic population 
for his school, Jonathan, the on-campus school counselor stated that  
Uniquely for this high school's environment, we know that some of the 
subdivisions in communities where our students come from, they deal with a 
variety of challenges that a lot of our educators may not know about. And some of 
the behaviors are manifested in the classroom, which can be challenging for the 
teachers, because of behavioral management, classroom management, dealing 
with a lot of absences, dealing with a lot of disruptive behavior. 
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Jonathan further shared his beliefs and process for students to learn how to 
problem solve and manage conflict at his school. He stated,  
We have a president, vice president, secretary, fundraising chairman. And the 
students vote on who they want to have those roles. As a sponsor, I don't choose. 
It's their group, I'm just a sponsor. So, their success is a direct result of their work, 
they're putting in the time and communicating effectively with one another. We 
do follow protocol during meetings, and they learn to communicate with each 
other by respecting the procedures.  
We also emphasize in the group that our strongest component is our 
communication. We have leaders in the group, and we have committees, and the 
committees break off and communicate with each other, and have to report back 
to me. We designate those roles and designate their involvement in certain 
committees. And we relate it to everybody playing their part so that we can 
achieve one of our goals for the year. That really helps them to strengthen how 
they communicate, and the importance of consistent, effective, assertive 
communicating and conversating with one another.  
Kristina expressed a desire to see more integrated teaching practices at her school. 
She stated, 
Although we have a lot of great things going on for students, I think if we can get 
[SEL strategies] more into the actual classroom curriculum. So, I've talked about 
teachers who are willing to have the private conversation. I would love to see us, 
back in the day we used to call it integrated teaching. Where, while you were 
teaching math, you were also still teaching the social skills.  
And so that is a piece that I wish we could add to our school. Because I think 
some of our students, of course, some of our teachers are better at building 
relationships with students. Just like some students are better at building 
relationships, because some of them just come to us with those natural skill sets. 
So, finding a way to bring social skills within the classroom on an intentional 
basis, not a social skills class. Because, sometimes that doesn't appear to be 
authentic.  
But if I integrate it into teaching science, teaching math. For example, when you 
say, okay class, we're gonna go ahead and get started. That's called following 
directions guys. That's what you're gonna see on the job. Or, if you say, okay, 
what we're going to do, is we're gonna work in groups. And then talk about why 
we're working in groups, versus just jumping right in. And you know, every 
organization, you'd be working in groups.  
You're taught every organization has people in different roles, and those roles 
make the company a better company. That takes less than two minutes, but the 
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children are hearing about the why behind what they're doing, and how that's 
gonna make them better people. And as better people, it'll make our community 
better, and in a larger society better. 
Of course, one of the things that I would love to see here is, if it's not PBIS, 
something like, PBIS for school wide purposes. I just ... this community that we're 
in, as many good things as I see that our kids can do for each other, and with each 
other. I can also see areas there that's probably about 200 or so of our students 
who engage in the disrespect. The insubordination and the fighting. The verbal 
disrespect. Those kids who take to social media to cyber bully their peers.  
So, you know that 10 percent of your population that drives you to make rules and 
expectations that impacts on the 90 percent. I think if we had some kind of 
school-wide program where we were intentional about our social skills 
instruction. Versus the ones, it's more reactive. Something happened, so we sent 
them to the counselor. If we could just intentional on the front end, that would 
make, that would be one thing I would like to see happen. 
Natasha’s thoughts aligned with this thought process as well as her beliefs on how 
this assessment may be used. She stated, 
I think that there may need to be more Social Emotional Learning goals. So if a 
student is receiving home-based instruction, that might be something that we look 
into as far as creating some goals for those students who have gone on home base, 
because that's kind of a facet that's getting lost in the shuffle and not as important 
as academic goals.  
Some students already have a lot of social and emotional goals. But some students 
don't and even if they're going on home-based and because they're not going to 
get the same interaction they would in the classroom, that might be something that 
we look into. Adding those goals for our students that are receiving home-based 
instruction, so they're getting some type of social interaction and we can collect 
data on that social interaction as a part of their learning. 
Alternative education. The researcher began this study as a veteran educator, but 
somewhat new to the role of teaching students who are served in alternative or 
homebased settings. It was ignited through a spark of passion to further develop this role 
into something that would simultaneously close student learning gaps and bridge gaps 
between schools and students receiving instruction in alternative settings. Students who 
attend alternative schools were often identified as being at risk for academic failure due 
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to poor academic performance, low grades in school, behavioral problems, truancy, and 
repeated suspension (Barton, 2005; NCES, 2010). Hence, there is no consistent 
framework for the delivery of home-based instruction, even though students receiving 
home-based instruction are expected to achieve the same academic proficiency as those 
students in the classroom (GADOE, 2016; Georgia State Board of Education Rule 160-4-
2-.31). Researcher visits to state-based alternative learning centers confirmed this 
assertion as well. Sub-codes within the areas of academic Strengths, Weaknesses, Local 
School Support, and Curriculum Options are also captured within the ATLAS.ti Network 
view. 
Assertion four: SEL pedagogy can ultimately support the facilitation of 
meeting on-campus and off-campus learning targets. At the onset of this study, the 
terms alternative settings, homebound, and homebased held synonymous meaning. 
Highlights from participant interviews has led to an even more expanded definition for 
these terms which now includes categories for on-campus and off-campus settings. The 
most punitive on-campus setting for alternative instruction is globally referred to as an 
In-School Suspension (ISS) and is often initiated by an office referral from classroom 
teachers. The list of off-campus settings continues to include homebased, homebound, 
and alternative settings. Reflections from participant interviews has expanded this list to 
include district-sponsored settings, unaffiliated district funded programs, youth detention 
centers and other unaffiliated state funded programs. During interviews, the researcher 
asked staff members (non-administrators) to “explain how you collaborate with home-




That's actually one of the most fun parts. Every student is, home-based especially, 
very different. There are some students that you can work with and talk to a 
certain way, and it just is not going to work for this other student. Which is 
actually the part that I always hate the most is when I first start with a student, 
because I don't know anything about them, I've never met them. The feeling-out 
process is always my least favorite. It's so much nicer once you've been there for a 
couple weeks. You pick up how they work. And all of a sudden, it's a nice back-
and-forth. But that up-front …a lot of students are very guarded up-front. They 
don't know who you are. They know you have something to do with the school. 
They don't know what's going on. They have that sitting back, arms crossed kind 
of vibe. Not every time, but you've got to break down that wall. That's always my 
least favorite part. It's when I go like "look, I'm an okay guy. We're gonna be 
okay. Let's just skip this first part. Let's find out how we're gonna work." It'll be 
fine, but that's always my least favorite part. I just want to ... "Let's skip to the 
next part." Once that happens, that's my favorite part. 
Melanie punctuated this theme in her statement that: 
We do different projects once a month that we talked about earlier with the other 
students. Those students are expected to do the same thing with their home-based 
teacher. They're always invited to come here and do those presentations. Also, 
different classroom parties. We earn parties for reading, we earn parties for 
reaching certain goals as a classroom and that student is always invited. When his 
assignments are turned in for a big project, either I read these assignments, and/or 
another student reads them. The student's name is displayed on our book stats 
wall. His information is also, he also has a mailbox in the classroom. If he were to 
come, he would feel just like everybody else. I think that, that's one of the ways to 
help them to feel just as valued and validated as any other student that I serve. 
I have a home-based instructor that comes in probably once or twice a week. We 
communicate with what we're doing in classroom to try to bring the student up to 
speed with some of the same concepts. I do a lot of virtual assignments that help 
to instruct the student with reading support, Math support, Science support and 
just making sure that we're on the same page. 
Literally it's really having another avenue of a student getting double support. I 
want that child to feel just as much a part of our classroom community as the 
students that are in here as much as possible. Also, reaching out to make those 
connections with the student so he doesn't feel it's so virtual, but to put a face with 
the name, and so on and so forth. Use it as a positive experience. 
Vanessa shared goals supported through alternative curriculum options and  
expressed how parents and students receive additional support when needed. She stated,  
We try to send written correspondence with what's going on in the classroom. We 
include grades. We include upcoming projects, field trips, and let the parents 
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know what the goals are for it. If the students return and says that the parent didn't 
understand, we will reach out by telephone call and explain further to the parents. 
We always provide written correspondence. 
When providing assignments that can be shared in the classroom…we get 
permission to share it. We've done that with construction projects where we've 
received some awesome construction projects from our home-based students, and 
we've shared it with the classroom as well. We also let that student know that 
we've shared it with the class and how well the students liked it and enjoyed it. 
Additional options for curriculum alternative programs were shared by Jonathan. 
He stated that 
We have students who have been referred to alternative schools for behavioral 
issues. And then we have the students who are attending alternative education 
programs for students who just have not been successful on the campus here due 
to certain distractions or comfort levels or are just not meeting the year to year 
academic requirements. So, they tend to go to the smaller campuses and it focuses 
on getting their credits fulfilled. It's a different social setting.  
We stay in touch with those students and parents, keep them informed even 
though they're not here on campus. And those campuses have counselors, too.  
A few times throughout the year an administrator will go over to alternative 
campus settings and meet with their leadership team over there to discuss if the 
student's gonna return back to us or stay there, and then we work on a schedule 
for them, whether they're gonna return here or stay there. 
They will still graduate with other on-campus students, they just earn their credits 
on a different campus, but they have to keep up with what's going on here at the 
school. They can still get involved with athletics here, they can still go to prom 
and homecoming. We use an application software system so that they can get 
those alerts pretty frequently, that's one thing.  
The importance of communication teamed with local school support was   voiced 
by both participating administrators. Natasha, the home-based administrator 
expressed that: 
Just because a student is not at the school does not mean they're no longer part of 
the school. They're still a part of school. School still starts with the local school’s 
administrative team. Students who are homebased still have on-campus teachers 
at their local schools. So, the big phrase is inclusion and then the other big phrase 





The school’s on-campus administrator outlined how she viewed the process for 
the delivery of off-campus instruction for students receiving instruction at her school. She 
stated, 
Through a meeting, we determine how many classes they're going to keep, and so 
most of them will keep their four classes. Then, what we do is we collaborate with 
a home-based teacher. She comes in and she collects the assignments. Then, he or 
she delivers that instruction, and bring those assignments back. Ideally, the case 
manager and the teacher should be asking how are the children doing, and 
keeping those connections.  
Reintegration plan. An organically imposed theme surfaced with  
discussions surrounding reintegrating students who return to their home-schools.  
Reintegration plans for this school were purposely designed to forecast a timeline and a 
plan with actionable goals and objectives for transitioning students to their on- 
campus settings. Sub-codes included within this theme’s ATLAS.ti Networkview   
(Figure 9) included Community Involvement, Parental Involvement, and Communication 
(TKES, Standard 10). 
 Assertion five: SEL pedagogy supports reintegration plans for off-campus 
learners returning to on-campus settings. All participants were invited to discuss their 
beliefs systems and practices for supporting and reintegrating students back onto their on-
campus settings. During participant interviews, the researcher asked, “How do you 
facilitate a smooth transition when students return to campus?” Isaiah stated, 
I try to do a lot of updates where, again, I'm not sugar-coating anything, but I try 
to be very positive and just keep the student on people's minds. Whether there is 
some kind of reintegration plan or there isn't, to just make it clear. What's going 
on, what I'm seeing.  
 In her classroom as on-campus teacher, Melanie has created an environment that 
is welcoming and inclusive for home-based learners who have walked into her classroom 
at a moment’s notice. She stated that: 
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… their work gets hung in the classroom, their projects get presented. It gets 
looked at just like everyone else’s. Their names are on the board, they have a mail 
box, they have a space to sit. They feel like they're just as part of the class but 
have a specific situation where they are not physically here.  
But If the student transitions back to campus, everybody has already been 
prepped. The student has come in once or twice and was able to talk to speak to 
his classmates. He's very shy, not quite there yet to be able to want to present, but 
that opportunity is always available for him to do so. His work is valued and 
validated in the classroom even though he is currently not present. 
Vanessa, the on-campus paraprofessional also agreed in her aligning statement 
that 
We usually prepare the students in the class for that return. We let them know that 
"hey, this student has been a part of our classroom family from day one." All of 
the students in our class are aware of our home-based student. They know him by 
name, so when the name is mentioned for him or her to return, to the classroom, 
it's not a foreign name. It's like, "Oh, okay. We've heard that name before." It's 
already comfortable for both the student that's returning and the students in the 
classroom.  
Jonathan shared a strategy for getting parents on board and making the student 
reintegration plan more intentional and meaningful. He stated, 
A real strong component here is the PTSA. PTSA has gone out to some of our 
communities and subdivisions and trailer home areas, rec centers, to invite parents 
in, to get ideas from them about how we can better serve.  
We either get the cellphone numbers or the group emails to make sure that we're 
consistently communicating with the parents. We encourage them to check our 
website, often sign up for alerts, but we would love to get more parent 
involvement in a more consistent manner. We know that a lot of our parents are 
working a couple jobs, so they can't always make it here to the campus, so the 
next best thing is to at least communicate with them through communication 
devices such as text messages, group emails, alerts having certain parent nights in 
the evening, and making sure we have a calendar that shows throughout the year 
when those particular sessions will take place, and then the PTSA board does the 
same. 
Sometimes we have students sign a contract after they complete the conflict 
resolution session. It just indicates that they participated in it, and they are 
responsible for the agreement that was made between both students. Or even if 
there's a student-teacher conflict, I mean it's, they understand, well, we want them 
to understand the steps and we want them to be consistent with the steps, which 
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is, don't try to handle it on your own if you can't, or let's have a meeting. Let's 
have parents involved. Let's have a parent-teacher conference. 
Both administrators concurred with the overall goal is to return students to their 
on-campus settings. Natasha, the homebased supervisor questioned, 
So, once they're home and homebased teachers provide instruction, what is our 
goal as far as re-integrating this kid back into the school so they can be functional 
and successful in schools? So, I would say inclusion and then re-integration. 
Kristina’s reflection also asserts that the responsibility of building positive relationships 
and supporting student reintegration plans extend beyond teachers and staff members at 
her local school. As the on-campus administrator, her intentions are made clear for both 
on-campus and off-campus instructors. She shared that 
It's always nice if you have a really nice home-based instruction teacher who has 
personality that builds those relationships with the parent and with the student, 
and keeping us informed about their progress, and what's happening, and then 
helping with that re-integration process, getting them back into school. 
Artifacts such as daily lesson plans (Appendix G) and reflective journal responses 
(Appendix H), and parent letters (Appendix I) were also shared by the on-campus 
classroom teacher and the school’s counselor. Each lesson plan, journal entry, and parent 
letter were analyzed and coded based upon one of the five previously categorized themes 
(Appendix F). 
Summary 
The purpose of this case study was to give examine the SEL pedagogical practices 
of Maycrest High School and give answer to the following research questions: Research 
Question 1: How do teachers providing instruction or lessons to home-based learners 
ensure they deliver what students need in terms of SEL? Research Question 2: What 
conditions in the school and district need to be present to improve teachers’ and staff 
members’ ability to integrate SEL pedagogical strategies into instruction, particularly as 
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those conditions impact home-based learners in their transition back into the school and 
district? To retain validity and accuracy, the teachers’ own words and language was used 
whenever possible. The data examined in this chapter led to five assertions. These 
assertions were supported by participant interviews, lesson plans, journal responses, and 
samples of parent letters. The five assertions are as follows: 
1. SEL pedagogy addresses academic and non-academic needs of students 
2. There is an Academic Need for systemic and sustained pedagogy that is 
culturally responsive. SEL pedagogy is culturally responsive pedagogy 
3. There is an academic need for SEL pedagogy to be taught systemically in 
schools 
4. SEL pedagogy can ultimately support the facilitation of meeting on-campus 
classroom and off-campus learning targets 
5. SEL Pedagogy supports Reintegration Plans for off-campus learners returning 
to on-campus settings 
 In Chapter Five, an analysis and interpretation of these assertions will be presented, 
recommendations for Maycrest High School will be discussed, and suggestions for 








CHAPTER FIVE: DISCUSSION 
Introduction 
The purpose of this qualitative case study was to examine the SEL pedagogical 
practices of Maycrest High School educators, particularly for staff members who played 
significant roles in providing instruction for students in off-campus or home-based 
settings. The overarching themes resulting from this study may add to existing 
knowledge of social-emotional learning (SEL) pedagogy and its impact on student 
academic achievement. By examining SEL pedagogical practices with on-campus and 
off-campus staff, the researcher was able to obtain a glimpse of SEL pedagogy in practice 
for both on-campus and off-campus learners. This final chapter reviews the findings and 
provides responses to the research questions aligned with this study. This chapter also 
explains the limitations of the findings. Additionally, this chapter prescribes a 
relationship to previous literature. This chapter concludes with a discussion of the 
implications for future practice, implications for future research, and summarizing 
remarks. The researcher addressed the following questions using qualitative case study 
methodology:  
1.  How do teachers providing instruction or lessons to home-based learners 
ensure they deliver what students need in terms of SEL?  
2.  What conditions in the school and district need to be present to improve 
teachers’ and staff members’ ability to integrate SEL pedagogical strategies 
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into instruction, particularly as those conditions impact home-based learners 
in their transition back into the school and district? 
Summary of Findings 
As the researcher looked at the data collected from the interviews and artifacts 
such as teacher lesson plans and interactive journal entries, emerging themes 
substantiated the importance of SEL pedagogy and its impact on student achievement. An 
analysis of these themes linked to an assertion that tied back to a research question. 
Subsequently, assertion discussions were emphasized within quotations, reflections and 
artifacts shared through participant interviews throughout the data-collection process. 
Data collected throughout this study affirmed the following assertions:  
1. SEL pedagogy addresses academic and non-academic needs of students 
2. There is an Academic Need for systemic and sustained pedagogy that is 
culturally responsive. SEL pedagogy is culturally responsive pedagogy 
3. There is an academic need for SEL pedagogy to be taught systemically in 
schools 
4. SEL pedagogy can ultimately support the facilitation of meeting on-campus 
classroom and off-campus learning targets 
5. SEL Pedagogy supports Reintegration Plans for off-campus learners returning 
to on-campus settings 
Though these five assertions are true in the context of the high school in this 
specific district, there are also ways these claims can be globalized across different school 
contexts. In this section, an analysis and interpretation of each assertion will be presented, 
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implications on teaching practices will be discussed, and suggestions for further research 
will be proposed.  
Conclusions 
An analysis for how each assertion challenges findings from current literature 
compared to researcher’s beliefs creates the most unbiased conclusion for this study. This 
case study was viewed through a constructivist lens. The researcher referenced Fosnot’s 
(2005) explanation to operationally define constructivism as “the result of humans setting 
up relationships, reflecting on their actions, and modeling and constructing explanations” 
(Fosnot, 2005, p. 5). As such, it became extremely important for this researcher to find 
her own voice. As a previous administrator, classroom teacher, and teacher of students 
served in alternative or off-campus settings, the researcher began this journey with a 
sense of uncertainty about how things were going “out there,” with other teachers, 
administrators, and staff members of students who were not instructed on-campus. 
Drawing from the data, the researcher formulated a conclusion regarding SEL 
pedagogical practices implemented by teachers of students instructed in alternative 
settings. 
Assertion One: SEL Pedagogy Addresses Academic and Non-Academic Needs of 
Students  
The researcher found this assertion to be aligned with participant beliefs, the 
researcher beliefs, and current literature. This assertion shows that purposeful schooling 
holds more value than learning to read, write, and perform arithmetic calculations. 
Natasha, the district’s home-based supervisor emphatically stated that we should 
let home-based students know that they're valuable. Showing an interest, learning 
their names, high-fiving them, asking them how they're doing, getting to their 
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personal life… just really building that relationship and getting to know them on a 
level beyond school, where they know that they're a safe place or a safe person 
that cares for them at school. (personal communication, 2/27/18) 
Without a balanced-dosage of SEL pedagogy, curriculum content remains 
inequitable (Ladson-Billings, 1994). Researchers James-Ward, Fisher, and Frey (2013) 
have noted that “The daily work of school means that we administer to the academic, 
social, emotional, psychological, and physical health of children” (p. 49). In reflecting on 
previous years as an administrator, the researcher understood and was intentional about 
maintaining a personal connection with students who received alternative educational 
programming. This meant ensuring that students who received home-based programming 
were assigned to teachers with whom they had established previous relationships and 
who desired to work with these students. Working with familiar staff members also 
opened the door to more casual or non-academic topics. Melanie, the campus-based 
instructor expressed the importance of preparing students for the real world. Lesson 
planning artifacts emphasized the importance of this belief as well (Appendix G). She 
stated, 
One of the things that I do with my learners as far as social and emotional 
learning, is having them to relate the reality of the real world to what is important 
to them, and then also making sure that they understand how to respond 
appropriately in the real world. In order to do that we do a lot of hands on 
activities, community-based instruction field trips, we do mock role play 
situations where we put those students in specific situations such as if you are 
buying an apartment, or if you need to make an appointment, if you need to 
cancel an appointment, how do you go about doing that. (personal communication 
3/2/18) 
In alignment with the on-campus teacher’s reflections, research shows that 
teachers applying SEL techniques cogently appreciate that social and emotional 
pedagogy is vital to student success and achievement (Elias & Arnold, 2006; Ladson-
Billings, 1994). They model appropriate and respectful ways to react to others; including 
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conflict resolution skills, how to make decisions, and how to become effective problem 
solvers. Essential life skills are taught, modeled, and reinforced throughout each school 
day (Bar-On, 2006; CASEL, 2012; Dutro & Bien, 2014). 
Assertion Two: There is an Academic Need for Systemic and Sustained Pedagogy 
that is Culturally Responsive  
SEL pedagogy is culturally responsive pedagogy. The researcher found this 
assertion to be aligned with participant practices and the literature as well. There is a 
great deal to consider when planning instruction for students whose learning needs range 
beyond the scope of today’s social and cultural norms. Vygotsky (1978) suggests that 
every function in the child's cultural development appears twice: first, on 
the social level, and later, on the individual level; first, between people 
(inter-psychological) and then inside the child (intra-psychological) … All 
the higher functions originate as actual relationships between individuals. 
(p. 57) 
A culturally responsive instructional environment minimizes the students’ 
alienation as they attempt to adjust to the different world of school (Heath, 1983; Ladson-
Billings, 1994). Within culturally responsive settings, teachers provide opportunities for a 
variety of social interactions with their students and are not punitive or degrading when 
dealing with misbehaviors (Goleman, 1995; Mayer, Salovey, Caruso, & Sitarenious, 
2001; Zins, Bloodworth et al., 2004). Synonymously, within social emotional learning 
communities, there are rules with meaningful consequences, set expectations for 
classroom structure and academic choices for engaging in learning activities (Dutro & 
Bien, 2014; Hattie, 2013; Jackson & Harper, 2001; Ladson-Billings, 1994).  
During daily pedagogical practice, the on-campus school counselor plans and 
delivers instructional lessons for staff and students on a daily basis. Jonathan stated, 
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One of the things we do is like a ‘learn to deal session’, it's related to problem 
solving, but it's more connected to whatever behavior that they have manifested 
that caused them to get a consequence. And we know once they get a 
consequence and they're in ISS [in school suspension], we can then focus on what 
led to them going into ISS. A lot of those students will say, "Well, I have anger 
management problems." Or "My teacher or administrator, they don't understand 
why I was late to school, because my parent dropped me off at school late, or I 
didn't have a ride to school, or I worked last night." You find so many different 
scenarios, so we try to focus on the things that most of us can't see and that the 
students refuse to talk about. 
So we try to extend ourselves beyond the classroom because we know that even if 
a student has a 4.0 GPA, and then there's another student that has a 2.0 GPA, 
some of those same students have common home issues, and so we extend 
ourselves beyond the classroom to make sure that they're developing well in those 
areas, because once they leave high school, it's gonna be a lot more about their 
character as well as how intelligent they are, and how well and dutiful their 
transcript looks, they're still gonna have to begin to deal with certain life 
challenges that's gonna come their way as adults, and they're gonna need to know 
those problem solving steps, and then they're gonna need to also be aware of some 
of their family issues, family history, their ecosystem, and also some of the 
patterns in their families that's been a cycle for generations back, and so hopefully 
they at some point will break some of those cycles before they start their own 
families, so they can be successful. 
Moreover, Rychly, and Graves (2012) argue that “because people and cultures are 
dynamic, becoming knowledgeable about differences between them is an endless 
endeavor that lends itself to continuous learning” (p. 49).  
Assertion Three: There is an Academic Need for SEL Pedagogy to be Taught 
Systemically in Schools  
The researcher found this assertion to be true. It became increasingly evident that 
in the case of these participants, adults with a strong foundation in SEL set the tone for 
system-wide collaboration, student achievement and continuous improvement. According 
to CASEL (2017),  
districts across the country are making social and emotional learning 
(SEL) central to the educational process. School leaders are creating safe 
and supportive learning environments. Teachers are creating classrooms 
where students are engaged, respected, and empowered — and where they 
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succeed academically. By focusing systemically on SEL, these districts 
are getting results. Academic achievement, graduation rates, and 
attendance are up. Suspensions and disciplinary incidents are down. 
Students and staff are more positive. 
The Collaborative District Initiative (CDI) found that between the years of 2011-
2017, it was quite possible to implement SEL effectively throughout an entire school as 
well as an entire district. Other considerations when contemplating systemic SEL 
implementation included incorporating the SEL needs of staff members at the onset of 
the pre-planning phase. As cautioned by Bridgeland et al. (2013) during their nationwide 
SEL teacher implementation survey, “teachers report that while SEL is occurring 
organically, there is a disconnection between the demand for SEL that teachers report and 
school-wide programming for students” (p. 8). Kristina, the campus-based 
administrator’s reflection on systemic implementation also validates this assertion: 
One of the things that I would love to see here is, if it's not PBIS, something like, 
PBIS for school wide purposes. I also see areas (about 200 or so of our students), 
who engage in disrespect. The insubordination and the fighting. The verbal 
disrespect. Those kids who take to social media to cyber bully their peers.  
And, so 10 percent of your population that drives you to make rules and 
expectations impacts the other 90 percent. So, I think if we had a school wide 
program where we were intentional about our social skills instruction; versus 
more reactive (something happened, so we sent them to the counselor). If we 
could just be intentional on the front end, that would be one thing I would like to 
see happen. 
Assertion Four: SEL Pedagogy Can Ultimately Support the Facilitation of Meeting 
On-Campus Classroom and Off-Campus Learning Targets 
The researcher found conflicting views with on-campus and off-campus staff with 
regards to this assertion. In the case of the participants at the local schools within this 
study, SEL pedagogical practices were informed by collaborative partnerships between 
 
86 
alternative school educators and on-campus educators. Melanie, the on-campus instructor 
stated, 
I have a home-based instructor that comes in probably once or twice a week. We 
communicate with what we're doing in classroom to try to bring the student up to 
speed with some of the same concepts. I do a lot of virtual assignments that help 
to instruct the student with reading support, Math support, Science support and 
just making sure that we're on the same page. 
This assertion was not as evident in the case of the home-based instructor for this 
study. Isaiah stated, 
In high school you'll have 90-120 students most of the time because of the block 
scheduling. I guess that's pretty common. I guess it would be more if you had the 
traditional schedule. If you've got 90-120 students a semester, one teacher, plus all 
the requirements of being a teacher, it's just tough... It's kind of like students have 
to come to you and almost say, "I'm interested in talking to the teacher and 
building an outside of class kind of relationship as far as what's going on in my 
life." You just don't have enough time to really build anything. You just have to 
push and push and push, and try if you can to catch someone here or there. 
As recollected by the home-based instructor in this study, although there is an 
expressed need for students to connect with teachers and staff members on campus, this 
gap currently remains unfilled. This is however an important distinction because the 
demographic population of schools served by the home-based instructor and the school 
represented by the on-campus teacher of this study are demographically different in race, 
ethnicity, and socio-economic status. The researcher now wonders whether these 
demographic differences could be a factor for why this variance exists. This distinction 
further aligns with a previously identified and prescribed need for integrating culturally 
responsive pedagogy within off-campus instructional practices. Applying culturally 
responsive pedagogy means getting to know students with considerations of their race, 
class, and cultural background (Love et al., 2008). 
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The researcher further agrees with fellow scholars in that building positive 
relationships are an important aspect of life-long learning (CASEL, 2015). As students 
learn effective ways to build relationships and to deal with differences, they will likely 
respond to conflicts in a more constructive and positive manner. When presented with 
circumstances occurring beyond school settings, students with SEL backgrounds are 
better equipped to respond with empathy and compassion (Bar-On, 2006; CASEL, 2012). 
They are ultimately more considerate of and sensitive to the feelings and needs of others 
when placed in a variety of social settings (Durlak et al., 2011; Dutro & Bien, 2014). 
Further explanation of this assertion includes this researcher’s understanding of the rule 
inferring that students receiving instruction outside of their home-school’s campus are no 
longer able to participate in extra-curricular school activities offered by their local 
schools. When receiving alternative instruction, students who may have typically been 
involved in sports, music, chess, or other school-based activities must sever ties from 
these social connections; thus, creating a gap in much needed SEL pedagogy that results 
in SEL developmental skills such as social awareness and building relationships. 
Assertion Five: SEL Pedagogy Supports Reintegration Plans for Off-Campus 
Learners Returning to On-Campus Settings 
The researcher found this assertion to be true. Much of a student’s achievement 
rests in the efficacy and culturally responsiveness of individual teachers (Hattie, 2013; 
Ladson-Billings, 1994). An educators’ ability or inability to empathize and identify with 
their students determines how successful any SEL program or frameworks for 
reintegration can be implemented (Bar-On, 2006; Dutro & Bien, 2014; Hattie, 2013; Zins 
et al., 2004). As a word of caution, “…with all of the focus given to the ‘academic side’ 
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of the report card, we risk losing sight of the ‘other side’” (Elias, 2009, p. 834). Although 
most instructional attempts have seldom resulted in a successful reintegration to 
mainstreamed settings (White et al., 2007), the researcher found this assertion to be true 
for on-campus teachers within the context of this study. In her classroom as on-campus 
teacher, Melanie created an environment that is welcoming and inclusive for home-based 
learners who have walked into her classroom at a moment’s notice. She stated that 
… their [student] work gets hung in the classroom, their projects get presented. It 
gets looked at just like everyone else’s. Their names are on the board, they have a 
mail box, they have a space to sit. They feel like they're just as part of the class 
but have a specific situation where they are not physically here.  
But If the student transitions back to campus, everybody has already been 
prepped. The student has come in once or twice and was able to talk to and speak 
to his classmates. He's very shy, not quite there yet to be able to want to present, 
but that opportunity is always available for him to do so. His work is valued and 
validated in the classroom even though he is currently not [physically] present. 
Vanessa, the on-campus paraprofessional also agreed in her aligning statement 
that 
we usually prepare the students in the class for that return. We let them know that, 
"Hey, this student has been a part of our classroom family from day one." All of 
the students in our class are aware of our home-based student. They know him by 
name, so when the name is mentioned for him or her to return, to the classroom, 
it's not a foreign name. It's like, "Oh, okay. We've heard that name before." It's 
already comfortable for both the student that's returning and the students in the 
classroom.  
Discussion/Implications 
 This qualitative case study examined teachers’ ability to deliver social emotional 
learning (SEL) pedagogy and the conditions that needed to be present to improve 
teachers’ ability to integrate SEL pedagogy into instructional practices. Social and 
emotional learning (SEL) is defined as the process through which children and adults 
acquire and effectively apply the knowledge, attitudes, and skills necessary to understand 
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and manage emotions, set and achieve positive goals, feel and show empathy for others, 
and establish and maintain positive and healthy relationships (CASEL, 2012). The 
discussion and implications that follow are based on the findings that were discussed in 
Chapters 4 and 5 and are intended to help Maycrest High School as well as other schools 
within this district in an effort of developing a professional learning plan for systemic 
SEL implementation. 
Collaboration  
The work of Darling-Hammond (2013) suggests that the most effective 
pedagogical evaluation systems take into consideration collaborative efforts between 
teachers and colleagues. “Teacher contributions to the work of the school as a whole can 
include specific kinds of knowledge and skills, engagement in shared instructional 
practices, or specific student supports, and support for collegial learning in school 
improvement” (p. 61). Cognitive and affective learning theorists have also embraced the 
importance of teachers working together to help students take control of their own 
learning, monitor their understanding, and assess learning strategies that work best for 
them (Darling-Hammond, 2013; Fisher & Frey, 2014; Marzano 2010). More specifically, 
the results of this study justified a need for teachers and staff members to revisit and 
collaborate on decisions regarding disciplinary policies for this school.  
During collaborative discussions, teachers and staff members can glean vital 
learnings from other colleagues who currently practice SEL pedagogical techniques at 
this school. As mentioned in Chapter Four, the most punitive on-campus setting for 
alternative instruction is globally referred to as an In-School Suspension (ISS) and is 
often initiated by an office referral from classroom teachers. In the case of this study, 
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there was an interesting disconnection between students who were served in ISS and the 
use of SEL strategies that are embedded within classrooms as a preventive practice. The 
researcher began to wonder about the deeper meaning and internal culture of discipline 
that results in an ISS referral. Is there room for improvement in this area? Are there 
preventive measures at this school that can lead to successful interceptions of disciplinary 
referral to ISS? The on-campus teacher shared that during her time as a classroom teacher 
at Maycrest High School, she has yet to refer a student to ISS. Her proactive approach 
appears to yield a more intentional outcome as she saliently pointed out that 
although we may not have perfect days, we have days that just like any other we 
can go out and talk about it. I'll remove the student from the crowd, take them 
outside and then really talk with them, and say, "You know what, if I didn't care, I 
wouldn't waste my time." Getting them to see that, don't put me in that place. 
Don't put me in that position where I'm forced to do something that I don't want to 
do.  
 As presented previously, cognitive and affective learning theorists have embraced 
the importance of teachers working together to help students take control of their own 
learning, monitor their understanding, and assess learning strategies that work best for 
them (Darling-Hammond, 2013; Fisher & Frey, 2014; Marzano 2010). It is unmistakably 
evident that when considering collaborative practices, clear communication is a key 
ingredient for building positive relationships (CASEL, 2015). As further punctuated by 
Adams (2012), “if students and teachers break that punitive cycle through 
communication, the marginalized students…would feel more in control of their own 
education and futures” (p. 95). Jonathan, the on-campus counselor shared that students 
who end up in ISS experience what is referred to as a “learn to deal” session which is 
described as “…problem solving…connected to whatever behavior that they have 
manifested that caused them to get a consequence…once they get a consequence and 
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they're in ISS, we can then focus on what led to them going into ISS”. The question for 
further debate is whether the buck really stops here? Do these students successfully 
reintegrate to the classrooms of teachers in which the in-school suspension occurred with 
great success? Once placed in one of the many options for alternative programming, 
Jonathan provided insight for how the planning process of instructional programming 
works. He stated, 
Their [students’] counselors meet with families; with the parents. And then the 
counselor will share with us what's been talked about and what's in place for that 
particular student. It's always a small number of students because alternative 
programs house students from any high school around the county. 
Recent scholars have articulated that the process of collaboration and self-
reflection on instructional practices is paramount to understanding what deliberate 
instructional practices students require to reach their peak performance (Darling-
Hammond, 2013; Fisher & Frey, 2014; Marzano 2010). Within the setting of teacher and 
staff collaboration, these discussions continue to remain vital when working along the 
pathway of continuous improvement and student achievement. 
Professional Development  
When considering effective plans for professional development, the CASEL 
(2012) guide, Effective Social and Emotional Learning Programs, recommends initially 
primarily adopting a vision and long-term plan. Having a concrete vision “…conveys a 
commitment to the goals of SEL and provides a roadmap to orient all stakeholders in 
pursuing those goals” (p. 12). Having an agreed-upon vision ensures that all staff 
members are committed to SEL, including teachers, administrators, counselors, cafeteria 
staff, custodians, and bus drivers. The school’s administrator reflected on the importance 
of having the presence of adults who are viewed as caring and supportive at her school. 
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She stated, “…we have bus drivers, we have a custodian, we have paras…we have people 
along the way that students form relationships with, and they know they can go to for 
conversations.”   
This qualitative study and literature review suggests that the most operative way 
to deliver social and emotional learning in schools is to implement an approved SEL 
framework school-wide. Accordingly, SEL strategies must be extensively implemented 
throughout all departments and grade levels and should be shared with educators 
providing instruction in alternative settings as well. This plan should also incorporate 
opportunities for teachers to plan and collect data toward practices that will best meet the 
needs of their students and local community. The campus-based administrator agreed 
with the importance of establishing a professional learning initiative school-wide. She 
shared, “…one of the things that I would love to see here is, if it's not PBIS, something 
like; PBIS for school wide purposes.” The PBIS framework is widely recognized as an 
evidence-based, data-driven model designed to create positive learning environments that 
support improved academic, behavioral, and social outcomes for all students (Simonsen 
& Sugai, 2013). 
As expressed throughout this study, the researcher promotes the belief that when 
participating in professional learning opportunities, learning outcomes must be clear and 
intentional. In other words, when considering the varying needs of adults as professional 
learners, what are the motivational factors that can ultimately lead to a transformation of 
pedagogical practices? The Virtual Learning School (n.d.) of Ohio University presents 
web-based formats that allows for multiple means of participation, both interactive (e.g., 
discussion boards) and non-interactive (e.g., watching video-content) with the intent to 
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promote faculty participation, gauge perceptions about current instructional theories and 
practices, and to reflect upon motives for selecting and practicing specific models of 
professional development. 
 Teacher professional development is also needed in developing an effective 
reintegration plan in preparation for students returning to campus. In the case of on-
campus and off-campus teachers, it is imperative that all teachers feel adequately 
prepared and supported to infuse SEL into their reintegration plans and daily practice. 
Kristina, the on-campus administrator shared that  
all of our teachers are a part of a professional learning community; if you're in 9th 
Lit, you're a part of the 9th Grade Lit Professional Learning Community. We set 
norms for our PLCs for which most of the classrooms have posted classroom 
expectations such as “Be respectful to your peers.”.  
As alternative educators, we have an onus of responsibility to understand the 
students that we teach and what they are dealing with in their everyday lives. According 
to Katsiyannis and Herbst (2003), without this core understanding, homebound 
instruction may impede progress to instructional and behavioral goals, especially for 
those students with emotional and behavioral disorders who have programmatic needs for 
appropriate social development. Although planning for student reintegration is widely 
practiced by staff members at Maycrest High School, researcher observations surmised 
that within other areas within this district, the farther away a student is positioned from 
their on-campus classroom setting, the less likely a plan for reintegration is viewed as a 
top priority. Isaiah, the home-based teacher of other schools within this district professed, 
I think the whole purpose of what school is for needs to be reexamined. Because I 
don't think it's going to be a great solution to just tack on a little piece and go like, 
"Okay, we did it." That's gonna have to be integrated in at a fundamental level, 
where it's just built into how schools run and how the relationships are. 
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Therefore, a successful reintegration plan should be embedded within a district or school-
wide professional learning construct and should afford students an opportunity to practice 
and make progress toward social and emotional learning objectives.  
Lessons Learned  
Since it is never a given that examiners learn lessons through the conducting of 
qualitative research, it is with a sense of humility that the researcher reflects on lessons 
learned throughout this study. The ultimate hope is that others may synthesize 
meaningful assertions from this study as well.  
Lesson one.  Students are always watching with hopes of developing positive 
relationships from trustworthy adults. This lesson surfaced while conferring with an on-
campus teacher in the presence of other students. Although these students did not know 
me very well, they had become accustomed to seeing my face on campus and my weekly 
check-ins with their teacher. It was during one of these meetings that one student asked, 
“What kind of teacher are you anyway”? Without hesitation, another student quickly 
responded, “She’s a kind-kind of teacher.” 
Lesson two.  When communicating during instruction, watch for behavioral 
changes and non-verbal cues. A non-verbal response is better than a verbal response 
when emotions are running high (smile, nod, or use other positive gestures). This lesson 
became evident during a time of high-stress/high anxiety for a student. During this time, 
this student had completely lost all ability to use verbal language. The on-campus 
instructor had provided a writing assignment which was a significant percentage toward 
this student’s final grade. With an understanding that students are able to engage in 
learning through different modalities, it was clear that this student’s inability to speak had 
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no impact on completing the writing assignment. He was provided with limited verbal 
cues and supported with several graphic organizers, non-verbal prompts, gestures, and 
other resources during the planning and drafting phases of his assignment. As a result,  
this student completed a five-page essay; fully meeting the rubric-based requirements of 
his on-campus teacher. 
Lesson three.   Students who are linguistically and economically marginalized 
and receive instruction off-campus are more likely to persevere academically when they 
are supported by and receive empathy from caring staff members. The final years of high 
school are met with critical timelines. Communication of targets such as taking pictures 
for the yearbook, final exams, and the ordering of cap and gowns are met with high 
demands. Students who are economically marginalized may lack basic school supplies 
and thus require specific accommodations and resources during extraordinary situations. 
It is under these circumstances that students require a sense of teamwork, empathy and an 
ability to persevere (T-Em-Per). A reflection of these Temper moments should always 
include “Where’s the Empathy?” 
Lesson four.   Not all reintegration plans will look the same. Effective plans for 
reintegrating students to on-campus settings should consider a variety of options. Plans 
for some students may lead to a traditional return to their on-campus setting full-time. 
Others may not result in a physical return to campus setting at all; but through the use of 
technology, students are included in daily instructional activities. An example of a 
successful reintegration plan that was executed on graduation day was met with a great 
deal of anxiety and almost did not occur. Graduation practice day requires full 
participation of every student. Unfortunately, mitigating circumstances prevented this 
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student from participating. Usually, no practice-no walking; and no tickets for guests. 
This is where Temper was at its best. With the full support of his principal, 
administrators, on-campus teachers, and off-campus teachers of his school, this student’s 
reintegration plan for graduation day was in full effect. With anxiety setting in once again 
on graduation day, this student stated that he could not bring himself to walk across the 
stage. As if by magic, hearing the words “this is for your family” meant everything for 
this student. With his family, school’s staff members and off-campus teacher cheering 
him on, he was able to over-come his fear and courageously crossed the graduation stage. 
Suggestions for Future Research 
This qualitative case study examined this school’s current pedagogical practices 
and beliefs about social and emotional learning for teachers of students in alternative 
settings. In the case of Maycrest High School and supporting staff members, efforts to 
integrate SEL into teaching practice, and considerations for improving these efforts were 
investigated. The authors of the CASEL (2012) guide, Effective Social and Emotional 
Learning Programs argue that effective SEL implementation “…requires districts to 
build systems to provide ongoing, job-embedded professional development for district 
and school administrators, teachers, and other school personnel that integrates SEL with 
academic learning” (CASEL, 2012, p. 12). In its groundbreaking report The Missing 
Piece, CASEL (2013) advocates for whole-school climate improvement programs as a 
proven approach to enhancing SEL in schools.  
Although the data that emerged from this study suggested that SEL is occurring at 
Maycrest High School, the on-campus teacher believed that effective practices should 
yield positive outcomes that reflect the culture of the entire school. Further, within 
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professional learning communities, professional development opportunities in SEL 
pedagogy should be prevalent and ongoing for all high school teachers. Melanie shared, 
“…it comes from the administration and how valuable they believe that those emotional 
relationships and connections between teachers and students are; to make it a part of the 
culture of the school and not just a classroom.” Therefore, school leadership may require 
training to support the process of SEL implementation.  
More qualitative case studies to learn best practices for linking SEL pedagogy in 
alternative settings to student achievement are highly recommended. Climate surveys 
often monitor factors such as school connectedness, social support, and cultural 
awareness. These surveys give voice to students who do not feel that there is an element 
of trust, safety, or care within their home environment and/or at school. Without a clear 
understanding of the back-story for how some students end up in alternative settings in 
the first place, empirical evidence in current research and from this study make a solid 
claim that SEL interventions can lead to an overall improvement in academic 
performance.  
Conclusion 
Teachers often view their responsibilities as all-inclusive with a heavier content-
focused weight. Social Emotional Pedagogy should inform teaching practices with equal 
consideration. As discussed throughout this examination, research connects the 
importance of SEL pedagogy and connects SEL to developing self-awareness, self-
management skills, social awareness, relationship skills, and skills for responsible 
decision-making (CASEL, 2012). The professional development and monitoring of an 
SEL school-wide plan for keeping students in the classroom to the fullest extent possible 
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should be addressed within preservice and in-service learning plans for teachers. It is also 
worth noting that reintegration plans for students receiving instruction in alternative 
settings should not be deemed synonymous with returning all students to on-campus 
settings full-time. Rather, schools and district-based PLCs should insert initiatives that 
combine SEL pedagogy with plans that facilitate a process for including all learners into 
campus-based instruction and/or activities.  As mentioned previously, alternatives to 
campus-based instruction are typically designed to provide a continuation of educational 
services during the time the student is unable to attend the traditional school setting 
(Carver et al., 2010). Therefore, reintegration plans will not all look the same. When 
planning, PLCs should consider that the range of options for returning students from 
alternative settings may include reintegrating students from an ISS setting to creating a 
culture of inclusivity for students receiving instruction in alternative or other state-funded 
educational programs. According to Nieheus and Adelson (2014), successful 
reintegration plans explore pathways for which learners are “…equipped with resources 
and strategies that promote social emotional well-being” (p. 840). 
Additional investigations for future research in schools include: What are some 
intentional, SEL school-wide practices that support student learning? How are 
inappropriate behaviors of students in-class and during transitions corrected or 
redirected? In what ways do teachers model respect and kindness for their students? In 
what ways do teachers and staff members model working together and learning from 
each other? How do school leaders support teachers and staff members with SEL 
implementation? What should teachers consider as they plan for successful reintegration 
of students? How can alternative educators be included to support the facilitation of 
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linking off-campus learning to on-campus classrooms? It is the researcher’s hope that the 
outcome of this study contributes to the research and substantiates the need for 
professional development and guidance in developing, implementing, and monitoring the 
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1. Social and emotional learning is defined by CASEL as “the processes of 
developing competencies, including self-awareness, self-management, social 
awareness, relationship skills, and responsible decision-making” (www.casel.org). 
When thinking about this definition, tell me about how you and/or your school 
incorporate social and emotional learning? 
• Probe 1: What are some words or phrases that come to mind when you 
think about your high school’s social emotional learning status? 
• Probe 2: What activities, goals for affective (i.e. feelings or emotional) 
learning, or concepts related to social and emotional learning, if any, do 
you consider when planning lessons? 
• Probe 3: What are some specific phrases or types of statements do you 
generally use that support a sense of community and belonging for 
students in your classroom? 
2. Tell me about some of the ways you facilitate and encourage relationships among 
the students in your classes and at your school. 
• Probe 1: Tell me about some specific instructional strategies or group 
activities you incorporate. 
• Probe 2: Tell me about conversational strategies or collaborative projects 
you incorporate. 
3. Explain some things that you think need to happen for SEL to be given emphasis 
in the school and in your instruction. 
• Probe 1: Tell me about how you provide a sense of safety and belonging 
for your students? 
• Probe 2: Tell me about language you use to praise students? 
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4. Describe some ways in which you encourage conflict resolution amongst students 
in your classes. 
• Probe 1: Talk about how you foster respect among students. 
• Probe 2: Explain some ways in which you encourage students to believe in 
themselves? 
• Probe 3: Sometimes students are reluctant to engage. How do you help 
them to become engaged? 
5. Building relationships can be difficult. Explain how you build relationships with 
students (and the families) who do not receive instructions on campus.  
• Probe 1: How do you collaborate with home-based instructors? 
• Probe 2: How do you encourage participation from the home-based 
students? 
• Probe 3: How do you facilitate a smooth transition when students return to 
campus? 















1. Social and emotional learning is defined by CASEL as “the processes of 
developing competencies, including self-awareness, self-management, social 
awareness, relationship skills, and responsible decision-making” (www.casel.org). 
When thinking about this definition, tell me about how you and/or your school 
incorporate social and emotional learning? 
• Probe 1: What are some words or phrases that come to mind when you 
think about your high school’s social emotional learning status? 
• Probe 2: What activities, goals for affective (i.e. feelings or emotional) 
learning, or concepts related to social and emotional learning, if any, do 
you consider when planning PL activities for teachers and staff members 
at your school? 
• Probe 3: What are some specific phrases or types of statements do you 
generally use that support a sense of community and belonging for 
teachers and students at your school? 
 
2. Tell me about some of the ways you facilitate and encourage positive 
relationships between staff members and students at your school. 
• Probe 1: Tell me about some specific PL strategies or group activities you 
incorporate. 
• Probe 2: Tell me about positive learning strategies or collaborative 




3. Explain some things that you think need to happen for SEL to be given emphasis 
at your school. 
• Probe 1: Tell me about how you provide a sense of safety and belonging 
for your students and staff members. 
• Probe 2: Tell me about language and activities you use to praise and 
celebrate students. 
 
4. Describe some ways in which you encourage conflict resolution amongst students 
in your school. 
• Probe 1: Talk about how you foster respect among students and teachers 
• Probe 2: Explain some ways in which you encourage students to believe in 
themselves? 
• Probe 3: Building relationships can be difficult. Explain how you build 
relationships with students (and the families) who do not receive 
instruction on campus. 
 
5. As an administrator/counselor, discuss the overall goals for your school' 
community (Including students, teachers, staff, parents, academics, and school 
connectedness)? 
• Probe 1:  What are some ways you facilitate and encourage building 
positive relationships amongst the teachers at your school (i.e.; 
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instructional strategies, group activities, formal and informal conversation 
strategies, collaborative projects, etc.)? 
• Probe 2: What instructional strategies do you propose that your teachers 
use to promote an understanding of self and social-awareness with your 
students? 
• Probe 3: What strategies do you desire for your teachers to use to help 
students manage and resolve conflicts with each other (i.e.; develop self-
respect and respect for others, to believe in themselves, and to express 
their feelings in productive ways)? What makes these strategies effective? 
 
6. Discuss ways you support your faculty and staff in their interactions with 
students, parents, and with each other? 
• Probe 1:  How do you coach or train your teachers in effective strategies 
that build positive relationships that promote social-emotional learning 
success for their students? 
• Probe 2: Talk about the various ways in which you encourage families to 
be a part of your school’s community? 
7. What are some of the ways that you provide a sense of emotional and physical 
safety and security for students who receive home-based instruction and for 
students who are physically in your classroom on a day-to-day basis. 
• Probe 1: Please share some specific social and emotional learning 
strategies and/or caring activities that you have observed in classrooms 
and other school activities?  
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• Probe 2: What extra-curricular activities do teachers, students, and parents 
engage in at your school? How do these activities contribute to creating a 
social and emotional learning community? 
 












1. Social and emotional learning is defined by CASEL as “the processes of 
developing competencies, including self-awareness, self-management, social 
awareness, relationship skills, and responsible decision-making” (www.casel.org). 
When thinking about this definition, tell me about how you, your schools and 
parents collaborate to deliver social and emotional learning pedagogy for the 
students that you teach? 
• Probe 1: What are some words or phrases that come to mind when you 
think about your student’s social and emotional learning needs? 
• Probe 2: What activities, goals for affective (i.e. feelings or emotional) 
learning, or concepts related to social and emotional learning, if any, do 
you consider when planning lessons? 
• Probe 3: What are some specific phrases or types of statements do you 
generally use that support a sense of community and belonging for the 
students that you teach within homebased settings? 
 
2. Tell me about some of the ways you facilitate and encourage relationships among 
the students in your classes and at your school. 
• Probe 1: Tell me about some specific instructional strategies or group 
activities you incorporate. 





3. When considering a plan for reintegration for students’ transitioning back into on-
campus settings, explain some things that you think need to happen for SEL to be 
given emphasis in the school, with families, and in your instruction. 
• Probe 1: What factors do you consider important for providing a sense of 
safety and belonging for students as they transition back to school? 
• Probe 2: Discuss conversations that you have with school staff members, 
families, and students as you prepare for your students’ return to campus. 
 
4. Describe some ways in which you encourage conflict resolution with students 
receiving homebased instruction. 
• Probe 1: Talk about how you foster respect among students. 
• Probe 2: Explain some ways in which you encourage students to believe in 
themselves? 
• Probe 3: Sometimes students are reluctant to engage. How do you help 
them to become engaged? 
 
5. Building relationships can be difficult. Explain how you build relationships with 
students (and the families) who do not receive instruction on campus. 
• Probe 1: How do you collaborate with teachers and staff members at your 
schools? 




• Probe 3: How do you facilitate a smooth transition when students return to 
campus? 
 
6. Talk about some of the ways you motivate students to participate in lessons 
during homebased instruction? 
• Probe 1: When planning with teachers of students receiving home-based 
instruction, describe how you select learning activities that will engage the 
students in the lesson’s content? 
• Probe 2: What strategies do you generally use to get your students 
interested in learning the content being taught? 
• Probe 3: How do you incorporate the students’ lived experiences and 
interests in your instruction? 
•  Probe 4: In what ways do you plan and include students’ learning 
preferences in your home-based instructional practices? 
 
7. Talk about the instructional tools you incorporate (i.e. campus resources, books, 
community resources, technology, etc.) and how these tools are used to support 
learning for students receiving homebased instruction.  
• Probe 1: In what ways do your home-based instructional practices reflect 
the cultural background of your students? 
• Probe 2: How do you use wait time as an instructional variable to model 
equitable participation for marginalized learners? 
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• Probe 3: What learning structures do you provide that allows students to 
make choices that align your instructional pedagogy with student learning 
preferences? 
• Probe 4: Explain the different measures of assessment you provide for 
your students that are based on their strengths, experiences, and values? 
 














Title of Research Study: Pedagogical Examination of Alternative Keys with SEL-
Strategies (P. E. A. K. S.2): An Examination of Social Emotional Learning Pedagogy 
Researcher’s Contact Information: Rezenia Wilson 770 256-4957 
rwils106@students.kennesaw.edu 
Introduction: You are being invited to take part in a research study conducted by 
Rezenia Wilson of Kennesaw State University under the direction of Dr. Megan Adams. 
Please read this form in its entirety and feel free to ask questions about anything that is 
unclear before you decide to participate in this study.  
 
Description of Project: The purpose of this study is to examine pedagogical practices 
infused with strategies and components of social emotional learning; particularly as it 
pertains to teachers of students served in alternative settings. Social and emotional 
learning is defined by CASEL as “the processes of developing competencies, including 
self-awareness, self-management, social awareness, relationship skills, and responsible 
decision-making” (www.casel.org). 
 
Explanation of Procedures: Participants will also be asked to share artifacts (lesson 
plans, field notes, reflections from impromptu meetings, etc.). Participants who wish to 
share photographs of artifacts may share via email and should be sent to 
rwils106@students.kennesaw.edu. Artifacts may also be given to the researcher directly 
in a sealed envelope labeled: Rezenia Wilson-KSU Confidential. Interviews may be 
conducted face-to-face, via telephone (770 256-4957) or through the use of other 
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technology such as Zoom, Skype, Facetime, etc. Interviews will be audiotaped so that 
responses may be transcribed for data analysis. 
Timeline Required: Participant interviews should not exceed 75 minutes.  
Risks or Discomforts: There are no known risks or anticipated discomforts in this study. 
Benefits: As a result of your participation in this study, the researcher may learn more 
about pedagogical practices infused with social emotional learning techniques. Likewise, 
the researcher will obtain useful insight on effective pedagogy and its potential impact on 
student learning. 
Compensation: None 
Confidentiality: The results of this participation will be confidential. Participant 
information will remain confidential and the information shared during the study will 
remain confidential. Pseudonyms will be used to protect participant identities. Data 
(paper and digital formats) collected during the study will be stored in secure 
environments and will be destroyed within five years after the conclusion the study. 
Inclusion Criteria for Participation 





I agree and give my consent to participate in this research project. I understand that 
participation is voluntary and that I may withdraw my consent at any time without 
penalty. 
__________________________________________________ 
Signature of Participant or Authorized Representative, Date 
___________________________________________________ 
Signature of Investigator, Date 
_____________________________________________________________________ 
PLEASE SIGN BOTH COPIES OF THIS FORM, KEEP ONE AND RETURN THE 
OTHER TO THE INVESTIGATOR 
Research at Kennesaw State University that involves human participants is carried out 
under the oversight of an Institutional Review Board. Questions or problems regarding 
these activities should be addressed to the Institutional Review Board, Kennesaw State 













Title of Research Study: Pedagogical Examination of Alternative Keys with SEL-
Strategies (P. E. A. K. S.2) - An Examination of Social Emotional Learning Pedagogy  
Researcher’s Contact Information: Rezenia Wilson 770 256-4957 
rwils106@students.kennesaw.edu 
Introduction: You are being invited to take part in a research study conducted by 
Rezenia Wilson of Kennesaw State University under the direction of Dr. Megan Adams. 
Please read this form in its entirety and feel free to ask questions about anything that is 
unclear before you decide to participate in this study.  
Description of Project: The purpose of this study is to examine pedagogical practices 
infused with strategies and components of social emotional learning; particularly as it 
pertains to teachers of students served in alternative settings. Social and emotional 
learning is defined by CASEL as “the processes of developing competencies, including 
self-awareness, self-management, social awareness, relationship skills, and responsible 
decision-making” (www.casel.org). 
Explanation of Procedures: Participants will be asked to complete a questionnaire to 
collect demographic information. 
Timeline Required: The questionnaire should take about 5 minutes to complete.  
Risks or Discomforts: There are no known risks or anticipated discomforts in this study. 
Benefits: As a result of your participation in this study, the researcher may learn more 
about pedagogical practices infused with social emotional learning techniques. Likewise, 





Confidentiality: The results of this participation will be confidential. Participant 
information will remain confidential and the information shared during the study will 
remain confidential. Pseudonyms will be used to protect participant identities. Data 
(paper and digital formats) collected during the study will be stored in secured 
environments and will be destroyed within five years after the conclusion the study. 
Inclusion Criteria for Participation 
You must be 18 years of age or older to participate in this study. 
 
Use of Questionnaire: IP address will not be collected 
Signed Consent 
I agree and give my consent to participate in this research project. I understand that 
participation is voluntary and that I may withdraw my consent at any time without 
penalty. 
__________________________________________________ 
Signature of Participant or Authorized Representative, Date 
___________________________________________________ 
Signature of Investigator, Date 
_____________________________________________________________________ 
PLEASE SIGN BOTH COPIES OF THIS FORM, KEEP ONE AND RETURN THE 




Research at Kennesaw State University that involves human participants is carried out 
under the oversight of an Institutional Review Board. Questions or problems regarding 
these activities should be addressed to the Institutional Review Board, Kennesaw State 
University, 585 Cobb Avenue, KH3403, Kennesaw, GA 30144-5591, (470) 578-2268. 
 
PLEASE PRINT A COPY OF THIS CONSENT DOCUMENT FOR YOUR RECORDS, 
OR IF YOU DO NOT HAVE PRINT CAPABILITIES, YOU MAY CONTACT THE 
RESEARCHER TO OBTAIN A COPY 
☐ I agree and give my consent to participate in this research project. I understand that 
participation is voluntary and that I may withdraw my consent at any time without 
penalty. 



















3. Which race/ethnicity best describes you? (Please choose only one.) 
 American Indian or Alaskan Native 
 Asian / Pacific Islander 
 Black or African American 
 Hispanic American 
 White / Caucasian 




4. What is the highest level of education you have completed? 
 Some college 
 Bachelor’s (Education) 
 Bachelor’s (Some other field) 
 Master’s (Education) 
 Master’s (Some other field) 
 Specialist degree 
 Doctoral degree 
 Professional degree (MD, JD, etc.) 
 Other (please specify) __________________________ 
 






 Teacher Leadership 
 Teacher Support & Coaching 
 TSS 
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Created by Owner on 4/6/2018 
23 Melanie-SEL-SelfManagement-JournalEntry 
Text document, 1 quotations 
Created by Owner on 4/6/2018 
24 Melanie1-SEL Lesson-RelationshipSkills 
Text document, 1 quotations 
Created by Owner on 4/6/2018 
25 Melanie1-SEL Lesson-ResponsibleDecisionMaking 
Text document, 1 quotations 
Created by Owner on 4/6/2018 
26 Melanie1-SEL Lesson-SelfAwareness 
Text document, 1 quotations 
Created by Owner on 4/6/2018 
27 Melanie1-SEL Lesson-SelfManagement 
Text document, 1 quotations 
Created by Owner on 4/6/2018 
28 Jonathan-RelationshipSkills-9th Adv Letter 12 13 Spanish 
Text document, 1 quotations 
Created by Owner on 4/6/2018 
29 Jonathan-RelationshipSkills-9th Adv Letter 12 13-Jonathan 
Text document, 1 quotations 
Created by Owner on 4/6/2018 
30 Jonathan-SEL-ALL-9th grade classroom lesson plan-Jonathan 
Text document, 1 quotations 
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Created by Owner on 4/6/2018 
31 Jonathan-SEL-SocialAwareness-Jonathan 
Text document, 1 quotations 
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